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ABSTRACT 
This case study investigated case-based pedagogy using student-teacher-generated cases 
as an instructional tool in the preparation of 12 pre-service ESL, Bilingual, and Modem 
Foreign Language teachers enrolled in a Student Teaching Seminar at a post-secondary 
institution. In the fall methods course, each participant generated a case study based on 
instructional challenges identified during pre-practicum observations. The instructor-
researcher used the case method approach in the analysis of the 12 cases during the 
spring Student Teaching Seminar. Interviews, audio-taped discussions, pre- and post-
case discussion reflection papers and critical incident reports were coded and analyzed. 
The results of the case study analyses indicate that, overall, case-based pedagogy using 
student-teacher-generated cases appears to lead to positive effects on participants ' teacher 
knowledge, thinking and praxis. Participant-reported baniers to learning using this 
approach are presented, and suggestions for future implementations of this approach are 
discussed. 
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CHAPTER 1: INTRODUCTION AND RATIONALE 
Second language (L2) teachers in pre-K -12 schools are charged with the immense 
responsibility of equipping future global citizens with the gift of communication in a 
second language, enabling them to voice their needs, opinions and thoughts across 
linguistic and cultural boundaries. Acknowledging the transformative significance of a 
task with such widespread human impact, the field of second language teacher education 
(SL TE) has, for the past 25 years, wrestled with the question of how to best prepare those 
who do the work of the profession. At a time when increased global communication 
demands and the spread of English as the lingua franca have spurred and expanded the 
need for competent L2 teachers worldwide, understanding how language teaching is 
learned and the extent to which professional L2 teacher preparation programs can 
contribute to this process is of paramount importance (Graddol, 2006; Johnson, 2009; 
Malcolm, 1991; Wright, 2010). 
Two central aspects of L2 teacher preparation are the knowledge base, or core 
elements of SL TE curriculum and SLTE pedagogy, which entails the structured learning 
experiences provided for aspiring L2 teachers (Richards, 2008; Tedick, 2005; Wright, 
201 0). The irony of the current state of SL TE is as follows: against the backdrop of a 
burgeoning call for future citizens to be able to communicate in a second language as a 
result of transnational migration and increasingly pluralistic societies in an interconnected 
globe, the majority of scholarly intenogation in the field has been solely devoted to 
reconceptualizing the SL TE knowledge base (Flowerdew, Brock, & Hsia, 1992; Freeman 
& Johnson, 1998:. Richards & Nunan, 1990), and research on effective SLTE pedagogy 
has been virtually neglected (Tedick, 2005; Richards & Nunan, 1990; Tarone & 
Allwright, 2005; Wright, 2010). For over a decade, researchers have called for 
sociocultural epistemological underpinnings in the SL TE knowledge base (Freeman & 
Johnson, 1998; Johnson, 2009; Richards, 2008; Tedick, 2005); unfortunately, there has 
been little research on how to practically implement a socioculturally-based SL TE 
pedagogy in L2 preparation programs. 
The dearth of research on SLTE pedagogy is alarming and seemingly 
irresponsible since ill-prepared L2 educators-of either English as a second/foreign 
language or modem foreign languages-will inevitably fail to prepare their students for 
the multilingual communication demands of the twenty-first century (Richards & Nunan, 
1990; Tarone & Allwright, 2005; Tedick, 2005). After all , second language competence 
offers citizens increased access to political, social, economic, and cultural opportunities. 
As professed by linguistic anthropologist, Dr. John Gumperz, in a documentary entitled 
Crosstalk, "Communication is power. Our social and economic position depends on our 
ability to communicate" (Twitchin, 1979). In light of the central role that L2 teachers 
play in developing their learners' second language competence, research on effective 
SL TE pedagogical approaches that are consistent with the reconceptualized SL TE 
knowledge base is a topic that urgently wmTants investigation. 
The present study attempts to fill this gap in the literature on SLTE pedagogy by 
exploring the impact of case-based pedagogy using student-generated cases-a 
socioculturally-based pedagogical model-on the learning of a group of pre-service L2 
teachers at a postsecondary institution . Broadly defined, case-based pedagogy using 
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student-generated cases involves an instructional and curricular blend of individual 
reflection on and group analysis of real-life cases faced and written by preservice L2 
teachers. 
Influenced by a sociocultural tum in the human sciences, we now have a greater 
understanding of what the SL TE knowledge base should entail, providing some initial 
insights on SLTE pedagogical urgencies and thereby situating the relevance of this study. 
Specifically, "a distinctive sociocultural view of SLTE has emerged from the social 
constructivist view ofleaming-to-teach in context" (Wright, 2010, p. 267 as in Johnson, 
2006, 2009). Although there has been considerable debate over what that knowledge 
base should require, a general consensus in the literature points to the following problems 
plaguing second language teacher education programs universally: a neglect of the 
sociocultural view of teaching and leaming and an overemphasis on the rationalist model, 
a need for critical reflection, a rare incorporation of the experiences of the student teacher 
into the curriculum, a lack of a bridge between theory and practice and poor modeling of 
analytic processes and thinking (Birckbichler, 1990; Day, 1991; Dicks, 1999; Freeman 
and Johnson, 2005; Hedgcock, 2002; Johnson, 1998; Richards, 2008; Sadtono, 1991; 
Smith, 2005; Tedick, 2005 ; Ur, 1992). This study explores the effectiveness of a 
pedagogical model that is intentionally designed to attend to each of the above identified 
challenges in second language teacher education programs (see Appendix E). 
In an effort to search for successful sociocultural instructional strategies to 
adequately prepare future L2 teachers for their immense responsibilities, the literature 
from general teacher education programs was reviewed and many of the findings point 
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toward the effectiveness of case-based pedagogy, or the use of cases and the case method, 
as an effective teacher preparation tool (Harrington, 1995; Kleinfeld, 1992; Merseth, 
1996; Powell, 2000; Shulman, 1987, 1992). The case method approach has been used 
successfully in other professional schools like law, business, and medicine. In fact, in 
certain business schools, the case method is the only mode of instruction and cases are 
the only materials. This approach has not fully taken hold in schools of education due to 
limited education research to validate its efficacy as well as conceptual differences 
among scholars. However, the research that does exist in teacher education programs that 
employ the case method indicates that it successfully develops various types of teacher 
knowledge, teacher thinking and self-efficacy (Moje & Wade, 1997; Shulman, 1986). 
Moreover, the research suggests that the case method serves as the modeling of good 
practice (Kate, 2003 ; Tom, 1997). 
Once again, there is very little research into the most effective ways to transmit 
knowledge in SL TE programs aimed at preparing good teachers. However, the results of 
the two existing SL TE studies that incorporated cases and case discussions as an 
approach, point to the power of the case method to address specific pedagogical needs in 
the field: understanding the practice of standards, linking theoretical perspectives to 
practice and differentiating instruction for diversity. Based on theoretical perspectives, 
the minimal evidence on case method applications in SL TE programs, and evidence 
drawn from other content areas, there is some indication that case-based pedagogy is an 
effective L2 preparation tool. 
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In light of the relative success of the case method of teaching in general teacher 
education programs and the call for pedagogical change in the field, the researcher, who 
is concurrently an instructor at the site (and who spent 9 years preparing international 
graduate students at Harvard University for success with the HBS case method), 
examines the outcomes of using case-based pedagogy using student-teacher generated 
cases with a group of aspiring L2 teachers enrolled in her Student Teaching Seminar. 
The study's objective is to describe the scope and types of learning that case-
based pedagogy facilitates in a pre-service teacher education seminar for ESL, Bilingual 
Education, and Modern Foreign Language student teachers . All of the participants are 
seeking K-12 certification in Modern Foreign Languages (MFL), English as a Second 
Language (ESL ), or Bilingual Education and the instructor of the course serves as a 
participant/researcher. The study involves a year-long investigation. First, in the fall 
methods course, each of the 12 participants generates a case study based on instructional 
challenges identified during pre-practicum observations. The instructor-researcher 
guides them in writing multiple drafts to ensure case quality. Then, during the spring 
Student Teaching Seminar, the same 12 participants are required to interact with the 
student-generated cases via pre-case decision essays, instructor- facilitated and highly-
interactive case method discussions, and post-case reflection papers. The results of this 
study should help educators understand how the use of case-based pedagogy using 
student-teacher-generated cases impacts the learning of students enrolled in the 
researcher's student teaching seminar and, in light of the findings , inspire similar 
implementations and research. 
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A qualitative research method has been adopted in order to provide a 
comprehensive description of the learners' experiences. Using Shulman's (1986) and 
Shulman and Shulman's (2004) conceptual frameworks of teacher expertise as the targets 
for investigating the effectiveness of the case method as a teacher preparation tool, the 
following questions are addressed in the study: What aspects of teacher knowledge about 
language learning and teaching are promoted via the use of case-based pedagogy using 
student-generated cases? What aspects of teacher thinking about language learning and 
teaching are facilitated via the use of case-based pedagogy using student-generated 
cases? How does case-based pedagogy using student-generated cases influence praxis? 
The following methods of data collection are used to investigate the research questions: 
formal 30-45 minute interviews with 12 participants, 12 audio-taped case-based 
discussions of student-teacher-generated cases, I pre-case decision essay and 1 post-case 
reflection paper from each participant for each of the 12 cases, 12 critical incident 
reports, 12 student-teacher-generated cases, memos, and observation notes. The above 
data is analyzed and coded into theoretical or organizational categories by the 
instructor/researcher. In an effort to cogently present the findings, Chapters 4-6 are 
organized into three sections based on themes that emerged in the data: (a) case 
experiences that shaped teacher knowledge growth and praxis (b) case experiences that 
prompted the development of teaching thinking and (c) instances when case experiences 
did not work. 
The distinguishing feature of the pedagogical approach under investigation is that 
participants write and debate reflectively about real-life cases based on their student 
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teaching experiences. To date, this case-based pedagogy using student-generated cases 
SLTE approach has never been implemented or investigated. Therefore, one key benefit 
of this study is to achieve an in-depth look at the learning outcomes and limitations for 
this group of participants when engaging in case-based pedagogy using student-generated 
cases through rich, descriptive details and analysis. Moreover, the results contribute to 
the gap in literature on SL TE pedagogy that aligns with the reconceptualized knowledge 
base. 
In conclusion, this preliminary review proposes the incorporation of case-based 
pedagogy using student-teacher-generated cases in L2 teacher preparation programs. This 
qualitative study provides promising evidence to suggest that case-based pedagogy using 
student-teacher-generated cases is an effective L2 preparation tool a group of aspiring L2 
teachers. In addition, lessons and suggestions for improvement of this model are 
discussed. Before the case method approach can take hold as it has in the schools of 
business, law, and medicine, there needs to be more evidence of its effectiveness. First of 
all, teacher educators need to stabilize the concept of case-based pedagogy (clarifying 
what it is not, how it is to be written, and how it should be analyzed) and define its 
objectives. Second, although the research from other content areas is useful, it does not 
inform SL TE faculty of the efficacy of its use in addressing the specific pedagogical , 
cunicular and professional needs of the field. Not only are there few studies on the use of 
the case-based pedagogy in SL TE programs, but there is limited research on its 
effectiveness in general teacher education. If we are to prepare our teachers for the 
globalized society in which we live that is more interconnected than ever before, then we 
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must put L2 teacher preparation at the forefront of our agenda. As such, there is an 
urgent need for more research on SLTE pedagogy. Finally, if case-based pedagogy is to 
be taken seriously as a tool for preparing transformative L2 teachers in SL TE, then more 
rigorous research will be needed. 
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CHAPTER 2: REVIEW OF THE LITERATURE 
Introduction 
In a speech entitled, "Harvard in the New Globalized Era", former President of 
Harvard University, Lawrence Summers (2002) engaged the audience in a summary of 
the educational reformations he envisioned that universities-as institutions that shed 
light over the public mind and set the agenda for the broader society- should 
institutionalize at the dawn of the twenty-first century. Referencing a plethora of research 
in educational psychology, he highlighted the need for universities to shift their views of 
teaching and learning from passive to active. Indeed, he maintained that active 
participation of the learner promotes thinking, analysis, problem-solving, and reflection; 
whereas the "big podium, small chair" approach to teaching and learning has proven to 
be far less effective. Unfortunately, despite the theoretical shifts in universities and 
general teacher education, the practical pedagogical reality in the post-secondary setting 
is still predominantly dominated by the rationalist approach. Such an approach presumes 
that learners arrive to class as blank slates onto which packaged knowledge can be 
transmitted via lectures. Not only does this approach sharply contrast with pedagogies 
advocated by theories in educational psychology, but it is also the antithesis of the 
instructional approaches teacher educators urge their student teachers to utilize in the 
classroom. Indeed, recent research highlights poor modeling of good teaching practice as 
one of the key problems with general teacher education (Cochran-Smith, 2004; Goodlad, 
1990; Tom, 1997). Despite this grim reality, there are still many pedagogical pockets of 
hope in the field of general teacher education in which teacher educators use innovative 
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approaches that are more consistent with current educational theories. Case-based 
pedagogy is one such approach that has been proven useful in the field. (Merseth, 1996; 
Shulman, 1987). 
The pedagogical picture in SL TE is not much different from general education; 
indeed, some would argue it is far worse. Researchers in the field maintain that the 
essentially transmissive pedagogy used in SL TE preparation programs does not 
adequately prepare student teachers (ST) for work in the uncertain world of classrooms 
(Freeman, 2004; Freeman & Johnson, 1998; Johnson, 2009). Singh & Richards (2006) 
maintain that practices of dialogue (Johnson, 2000), discovery, inquiry and collaboration 
in SLTE courses would more effectively model the type of pedagogy that is encouraged 
in the second language classroom. 
As an urgent need for SLTE pedagogies that align with the reconceptualized 
knowledge base exists (Richards & Nunan, 1990; Tedick, 2005), this review originally 
sought to explore the usefulness of case-based pedagogy in L2 teacher preparation 
programs as one such approach. However, since research in this particular area is sparse 
and fragmented, this question could not be directly answered. As a logical alternative, the 
scope of the review was broadened to the following areas: first, an examination of the 
new agenda in SLTE; second, an exploration of the historical roots and definition of 
case-based pedagogy; third, a description of a conceptual framework that supports the use 
of case-based pedagogy using student-teacher-generated cases in SLTE; fourth, an 
investigation of the effectiveness of case-based pedagogy in teacher education programs; 
fifth, a review of the few existing studies that examine the efficacy of case-based 
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pedagogy in L2 teacher education programs. Finally, the review ends with a series of 
conclusions based on the review of the literature and the implications. 
The New Agenda in SLTE 
Drawing on epistemological shifts in the human sciences and general teacher 
education, a new agenda for professional practice and research has materialized to 
challenge the dominant behaviorist approach to second language teacher education 
(Jolmson, 2011; Richards, 2008; Tedick, 2005; Wright, 2010, ). After over 25 years of 
debate, the SL TE knowledge base has been re-examined with a questioning of the 
traditional language-based disciplines (linguistics, phonetics, second language 
acquisition) as the core curriculum for SLTE (Freeman, 2002; Johnson, 2011). Influenced 
by perspectives drawn from sociocultural theory (Lantolf, 2000) and teacher cognition 
(Borg, 2006), a call for a distinctive sociocultural view that values the emergent nature of 
learning, mediated through learners' contexts and experiences and co-constructed through 
social pat1icipation, challenges the traditional packaged knowledge of the SL TE 
curriculum (Johnson, 2011; Wright, 201 0). The epistemological stance of the 
sociocultural tum in SLTE defines human learning as a dynamic social activity that is 
situated in physical and social contexts and distributed across persons, tools and activities 
(Rogoff, 2003; Salomon, 1993; Vygotsky, 1978; Wertsch, 1991). Wertsch (1991) defines 
this sociocultural view of learning as "mental action that is situated in culturally, 
historically, and institutionally embedded settings" (p. 15). Johnson (2009) notes: 
From the epistemological stance of the sociocultural turn, knowledge that 
informs activity is not just abstracted from theory, codified in textbooks, and 
constructed through principled ways of examining phenomena, but also emerges 
out of a dialogic and transformative process of reconsidering and reorganizing 
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lived experiences through the theoretical constructs and discourses that are 
publicly recognized and valued within the communities of practice that hold 
power. (p. 275) 
Until recently, the field of SL TE has operated from a theoretical perspective that 
sharply contrasts this view of human learning. Johnson (2009) describes the traditional 
epistemological paradigm of SL TE: 
Historically grounded in the positivistic paradigm, L2 teacher education has long 
been structured around the assumption that teachers could learn about the content 
they were expected to teach (language) and teaching practices (how best to teach 
it) in their teacher education program, observe and practice it in the teaching 
practicum, and develop pedagogical expertise during the induction years of 
teaching. (p. 278) 
Representing a radical departure from the view of teaching as the transfer of 
knowledge, the sociocultural tum urges L2 teacher education programs to create 
conditions for the co-construction of knowledge and understanding through social 
participation. The reconceptualized SL TE knowledge base described above delineates 
new directions of research and practice in SL TE pedagogy. Although there is currently 
no comprehensive theory of SLTE pedagogy that aligns with the revised SL TE 
knowledge base, some literature in the field serves to frame our understanding of what it 
should entail. 
Research in the field of SLTE has called for an emphasis on the infusion of 
teacher thinking (Woods, 1996) in the content and delivery of L2 preparation programs. 
Brought initially to the field of SL TE by Wallace ( 1991 ), the reconceptualized 
knowledge base now considers reflective practice, or reflecting on action, (after Schon, 
1983; 1987), as a core concept of L2 teacher preparation. Lockhart & Richards (1994) 
maintain that an emphasis on reflective practice promotes the development ofL2 student 
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teachers' autonomous judgment and practical theory. 
In addition, research in SL TE calls for pedagogical approaches that create 
opportunities for L2 teachers to make sense of theories in their professional lives and the 
settings where they work (Freeman & Johnson, 1998; 2004). Johnson (2009) notes that 
from this perspective, the construct of praxis (Freire, 1970), or critical reflections on 
practice, is more suitable for the preparation of teachers. In fact, some researchers in the 
field argue that pedagogical approaches infused with opportunities for praxis inform 
teachers ' work by demonstrating how theory and practice inform one another (Carr & 
Kemmis, 1986; Edge & Richards, 1998; Simon, 1992). 
In addition, some research in SL TE has urged for opportunities for the 
development of pedagogical content knowledge in L2 teacher preparation programs. 
(Shulman 1986; Roberts 1998). Moreover, SLTE pedagogy should legitimize a teacher' s 
way of knowing (Freeman 1989; 1991; Johnson, 2009). 
Johnson (2009) underscores the challenge of incorporating located L2 teacher 
education, or knowledge of the broader contexts of L2 education. She asserts that ST in 
SLTE need to become aware of the effects that "broader macrostructures, such as 
educational policies and curricular mandates, have on their daily classroom practices" (p. 
246). By sharing the social , historical , and institutional L2 school contexts, ST can devise 
"locally appropriate" solutions. 
In summary, the existing literature provides some pedagogical guidelines for 
effective SLTE pedagogy that are consistent with the sociocultural turn. Although 
research is still in its nascent stage and far from complete, it still offers some useful 
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insights toward what a more effective SL TE pedagogy looks like. 
History of the Case Method 
The core concepts of case-based pedagogy-an instructional approach that 
utilizes both cases and the case method-extend back to Greek and Chinese philosophers 
of thought (Graham & Cline, 1980; Merseth, 1991).1t is a well-established pedagogy in 
schools of business, law, medicine, and social work. In the 1880s, Christopher Langdell, 
the dean of the Harvard Law School, established the case method as the primary mode of 
instruction. He believed that students could acquire more knowledge in the field by 
examining actual court cases instead of referring to legal textbooks. In the 1960s, most 
professional schools began to introduce some form of clinical education to supplement 
the classroom study of cases (Carte & Unklesbay, 1989). It eventually became a widely-
acknowledged approach in schools of business, law, and medicine. 
Although firmly defined in the fields ofbusiness, law, and medicine, the literature 
on cases and the case method in teacher education consists of multiple definitions, 
terminologies and intended purposes (Merseth, 1996). In this study, the researcher-who 
spent over ten years at Harvard preparing international business students for the case 
study method-relies and builds on the definitions of cases and case methodology 
stemming from the field of business education. Christensen and Hansen (date) offer a 
clear definition from this business perspective: 
A case is a pa11ial , historical, clinical study of a situation which has confronted a 
practicing administrator or managerial group. Presented in narrative form to 
encourage student involvement, it provides data-substantive and process-
essential to an analysis of a specific situation, for the framing of alternative action 
programs, and for their implementation recognizing the complexity and ambiguity 
of the practical world. (p. 27) 
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Essentially, a case study is a narrative representation of a real situation that places the 
reader(s) in the role of a participant in the situation. Merseth (1996) notes: 
One common definition suggests that a case is a descriptive research document, 
often presented in nanative form, that is based on a real-life situation or event. It 
attempts to convey a balanced, multidimensional representation of the context, 
participants, and reality of the situation. Cases are created explicitly for discussion 
and seek to include sufficient detail and information to elicit active analysis and 
interpretation by users with differing perspectives. (p. 722) 
Following the business school definition, cases are documents carefully composed by 
experts in the field (Ellet, 2007). The distinguishing feature of the cases used in this study 
is that they were written by ST. 
The case method is a teaching approach that consists of presenting the students 
with a case and putting them in the role of a decision maker facing a problem (Hammond, 
1976). In a case method classroom, the instructor and students are actively engaged in the 
dissecting of the information in order to explore the context, characters, issues, options, 
criteria and solutions (Ellet, 2007). 
Case Discussion Stages 
The key stages of case discussion are the same in the fields of law, business, and 
education. Key aspects of a case discussion are: entering into a dialogical discussion with 
the self and others, critical reflection and collaboration in a community of learning 
(Kleinfeld, 1992). The Harvard Business School asserts: 
When students are presented with a case, they place themselves in the role of the 
decision maker as they read through the situation and identify the problem they 
are faced with. The next step is to perfotm the necessary analysis- examining the 
causes and considering alternative courses of actions to come to a set of 
recommendations. (Harvard Business School, 2013) 
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In the field of teacher education, Kleinfeld (1991) notes that a case discussion 
should be divided into two stages: (1) problem analysis and (2) problem solving. The 
problem analysis stage begins with such questions as: 
What are the issues here? 
How does this same situation look from another character's viewpoint? 
What went wrong here? (Kleinfeld, 1990, p. 73) 
The problem-solving stage begins with such questions as: 
What would you advise the case protagonist(s) do at this point? 
What might the case protagonist(s) have done earlier to prevent the crisis? 
What changes might prevent this problem from happening again? (Kleinfeld, 
1990, p. 73) 
The problem solving stage consists of the following types of questions: 
What problem(s) need to be solved? What issues are at stake? What are all the possible 
options? What are the pros/cons of each option? What are the underlying assumptions for 
[person X] in the case-where do you see them? What criteria should you use when 
choosing an option? What does that mean about your assumptions? (Ellet, 2007; 
Kleinfeld, 1990). 
The use of cases in general teacher education emerged at a time when the field 
advanced their understanding of the nature of teacher knowledge from something that 
could be packaged, codified, and transmitted, to something that was embedded within a 
sociocultural context (Calderhead, 1987; Clark & Peterson, 1986; Lampert, 1985). Lee 
Shulman ( 1992) notes: 
Apparently , learning is much more context-specific than heretofore imagined ... 
Thus, the specificity and localism of cases as instructional materials may not be 
problematic for learning; indeed, they may be far more appropriate for learning 
than the abstract, decontextual ized lists of propositions, or expositions of facts , 
concepts, and principles. (p . 24) 
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Merseth ( 1996) contends that the use of case-based pedagogy promotes reflections on 
theory and practice and offers the 'fertile middle ground' between the two contested 
interpretations of propositional and tacit knowledge. After providing a conceptual 
framework for the use of cases in SL TE, the review will discuss what the literature in 
general teacher education and L2 education reveal about the use of case-based pedagogy 
as a teacher preparation tool. 
Theoretical Framework: Five Interrelated Perspectives 
Although rooted in different intellectual traditions, several compatible theories 
serve together in a conceptual framework that supports the use of case-based pedagogy 
using student-teacher-generated cases as an SLTE pedagogical approach. This study is 
informed by a multidimensional theoretical framework that has implications for every 
decision made in the research, including strategy, process, and methods (Mertens, 2009). 
Drawing upon a nuanced view of situated cognition theory, narrative forms of 
knowledge, schema theory, adult learning and socio-constructivist theory, this case study 
seeks to understand the learning outcomes for participants, specifically as it pertains to 
case-based pedagogy using student-generated vignettes. The following overview provides 
a concise summary of these theoretical constructs. 
Situated cognition theory. Justification for case-based pedagogy using student-
teacher-generated cases in SLTE can be found in situated cognition theory in which 
learning is viewed as emerging and social rather than individualistic and mechanistic 
(Greeno, 1998; Lave & Wenger, 1991; Shulman, 1992). Situated cognition theorists 
maintain that knowledge entails lived practices, not just accrued knowledge (Chaiklin & 
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Lave, 1996; Lave & Wenger, 1991). Moreover, Lave & Wenger (1991) maintain that the 
processes of learning are negotiated with learners through their experiences in the social 
practices connected with particular activities. According to this theory, individual 
knowledge is cultivated through an exchange of normative ways of reasoning in 
collective, social environments, or communities of practice (Wenger, 1998). Situated 
cognition theorists advocate that learners be immersed in a learning environment that 
closely approximates the context in which their new thoughts, knowledge and concepts 
will be applied (Schell & Black, 1997). As such, this theory suggests a model of 
knowledge and learning that requires "thinking on the fly" rather than the storage and 
retrieval of conceptual knowledge (Greeno, 1998; Lave & Wenger, 1991). Anderson, 
Reder, & Simon (1996) assert that since knowledge is based in action, teaching 
approaches cannot be decontextualized from individual, social and contextual goals. They 
contend that teaching approaches that focus on conveying facts and rules separately from 
meaningful real-life contexts do not facilitate learning. By placing the ST in the context 
of each situated, real-life case and allowing for an exchange of normative ways of 
reasoning in a community of practice, case-based pedagogy using student-teacher-
generated cases in SLTE is consistent with situated cognition theory . 
Schema theory. In schema theory, organized knowledge is viewed as an 
elaborate network of abstract mental structures that represent one's understanding of the 
world (Anderson, 1977). Research in schema theory concludes " ... that simply telling 
novices what experts know will not produce expertise because telling a novice, for 
example, how an expert opens the classroom lesson does not tell the novice how the 
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expert arrived at that decision" (Huling-Austin, 1989, p.176). Case-based pedagogy 
using student-teacher-generated cases is structured in such a way to enable ST to learn 
how to build problem representations when making decisions. As cited in Huling-Austin, 
Livingston and Borko ( 1989) note that the cognitive schemata of experts store elaborate, 
complex and interconnected knowledge about patterns, curriculum and students that 
allows them to rapidly apply what they know to specific cases. By providing ST with 
exposure to a plethora of cases, the knowledge of principles, patterns, scenes and 
procedures will have a better chance of being stored in their long-term memory; enabling 
them to make rapid, informed decisions. 
Adult learners. The design of case-based pedagogy using student-teacher-
generated case~ is consistent with adult learning theories. Wright (20 1 0) asserts that the 
reconceptualized SL TE knowledge base emphasizes an adoption of pedagogies from 
adult learning theory whose fundamental concept is the learning from experience. 
Knowles ( 1970; 1984) was the first to attempt a comprehensive theory of adult education 
via the concept of andragogy. He identified adult learner characteristics and therefore 
distinguished adult learners from children by using the following four categories as the 
premise for the definition and distinction: 
• Self-concept : As a person matures his/her self-concept moves from one of 
being a dependent personality toward one of being a self-directed human 
being. The case method promotes responsibility for one's own learning by 
putting the onus on the learner to think critically, analyze and problem-solve 
• Experience: As a person matures he/she accumulates a growing reservoir of 
experience that becomes an increasing resource for learning. The case method 
requires students to draw from their own professional experiences in the 
classroom 
• Readiness to Jearn: As a person matures his/her readiness to learn becomes 
oriented increasingly to the developmental tasks of his social roles 
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• Orientation to learning: As a person matures his/her time perspective changes 
from one of postponed application of knowledge to immediacy of application, 
and accordingly his orientation toward learning shifts from one of subject-
centeredness to one of problem centeredness 
• Motivation to learn: As a person matures the motivation to learn becomes 
internal. All of these aspects of adult learning theory relate to use of case-
based pedagogy using student-teacher-generated cases. 
Social constructivism. Social constructivism is a branch of constmctivism that 
emphasizes the collaborative nature of learning in which individuals share meaning and 
artifacts in order to co-constmct knowledge (Vygotsky, 1978). In a social constmctivist 
approach, learning is an active, social process where students discover principles and 
concepts with others through meaningful social interactions (Brown, Collin, & Duguid, 
1989). Vygotsky maintains that the social construction of knowledge is the distinguishing 
feature of human knowledge. For instance, he asserts that "animals are incapable of 
learning in the human sense of the term; human learning presupposes a specific social 
nature and process by which children grow into the intellectual life of those around them" 
(p. 88). 
In a seminal article in the field of SLTE, Freeman and Johnson (1998) argue for 
an approach to SL TE that draws on a social constructivist view of "how people learn to 
teach", as they maintain: 
Learning to teach is a long-term, complex developmental process that 
operates through participation in the social practices and contexts associated 
with learning and teaching. (p. 402) 
Smith (200 1) calls for an inclusion of social constructivist activities in SL TE. Through a 
social constructivist approach, we can allow ST to examine their own beliefs and 
practices in a non-threatening environment. The case study method, which is Ieamer 
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sensitive in nature, models and fosters quality teaching in the social constructivist view. 
In a case study, students utilize both their prior knowledge and content knowledge when 
co-constructing meaning of a text; these are pillars of a social constructivist theory of 
learning, which argues that this is precisely how students develop meaning. 
Narrative forms of knowledge. Teaching cases is also substantiated from 
theoretical understandings of the value of "narrative" forms of thinking as opposed to 
abstraction and generalization. Human thinking is narrative in nature, and individuals 
derive meaning of the world by a 'storification' of it (Bruner, 1987; Connelly & 
Clandinin, 1990). Narratives include opportunities to develop and combine personal and 
professional knowledge (Conle & Sakamoto, 2001) . Bruner's work suggests that 
narrative knowledge is attached to specific moments in an individual ' s life that are 
memorable, and that significant moments in teaching can be recalled in great detail. 
Graham (1995) maintains that an approach that incorporates narrative forms of 
knowledge helps to bring out learners ' tacit ideas about and experiences with curriculum 
and instruction. Huberman (1995) asserts that "telling the story of one's life is often the 
vehicle for taking distance from that experience, and thereby, making it an object of 
reflection" (p. 131 ). Some researchers claim that a dialogical nanative approach provides 
a setting where individuals, by making explicit their implicit knowledge, embark on a 
process of reflective practice via the opportunity to take di stance from their actions and 
reflect again (Boud, Keough, & Walker, 1985; Conle, 2003). Cases incite learners to 
explore situated knowledge. The stories are associated with the emotion of teachers and 
learners and thereby enable students to more read ily retrieve and combine in detail 
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teacher knowledge of context, the profession and of the self. Xu and Connely (2009) call 
for a narrative inquiry approach in SLTE that works with narratives of STs' previous 
learning and experiences. They maintain that the sharing of stories is a key forerunner to 
developing a context for the consideration of innovative ideas in teaching. 
In summary, the use of case-based pedagogy using student-teacher-generated 
cases in SL TE is explicated and substantiated via the lens of the divergent, established 
theories mentioned above. Figure 1 illustrates the conceptual framework supporting the 
use of case-based pedagogy: 
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Figure 1: The Conceptual Framework for Case-Based Pedagogy 
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The Efficacy of the Case Method in General Teacher Education Programs 
The case method and case-based teaching has been used in teacher education 
programs as an instrument for the development of reflective teachers who make informed 
decisions (Harrington, 1995; Merseth, 1996; Powell, 2000; Shulman, 1987). All teachers 
have intuitive or normative knowledge of what works. However, without dialogue and 
critical inquiry, this knowledge remains highly personal, tacit and unexamined (Shulman, 
1987). "Teachers make decisions on the basis of what works, but without examining the 
beliefs underlying a sense of 'working,' teachers may perpetuate practices based on 
questionable assumptions and beliefs" (Richardson & Anders, date, p. 203). In essence, 
the case-based pedagogy can address the question of"how we can help teachers become 
inquiring, reflective individuals whose educative goals are in the forefront of their 
reflection, and who are able to model a process of learning that will liberate and enlighten 
their students" (Richardson & Anders, p. 203). 
Despite the fact that some researchers, educators, and education institutions have 
toyed with the idea of and/or sporadically implemented the case method and cases into 
methods courses, it has not taken hold universally or been employed fully for reasons 
such as lack of funding to support case study teacher preparation and the fact that many 
programs of education do not share a unified purpose (Merseth, 1991). Nevertheless, 
there have been numerous studies in the field of general teacher education that highlight 
the effectiveness of case-based pedagogy in teacher education programs. The literature 
points to the following positive outcomes emerging from the use of case-based pedagogy: 
modeling of practice (Au, 1998); promoting teaching thinking (Kleinfeld, 1992); 
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encouraging reflection and helping teachers construct useful knowledge (Kleinfeld, 1992; 
Shulman, 1992); facilitating ST efficacy, and promoting a bridge between theory and 
practice . The following sections explicate these findings in more detail. 
Teacher modeling. According to Tom (1997) the principle of modeling asserts, 
"the program faculty and the cuniculum of a teacher education program should model the 
image(s) and skills of teaching the faculty desires to foster among students in the program 
(p. 1 02). In the field of education, in particular, lecturing about the importance of 
cooperative learning is ineffective. Kaste (2003) used live cases with a conceptual 
emphasis during case discussions on Au's (1998) framework ofliteracy learning. The 
researcher sought to examine how the "use of teaching cases through the lens of a diverse 
contructivist orientation promoted preservice teachers to think about literacy teaching in 
new ways, as a first step to instigating effective literacy teaching in their future practice" 
(p. 34). A "diverse constructivist orientation" is a philosophical approach to teacher 
education that asks participants to examine and address issues of cultural diversity .in 
order to promote empowerment of all learners. In the study, the researcher modeled 
ongoing "live" cases from concurrent work in a local school with three underachieving 
first grade literacy students from diverse linguistic and cultural backgrounds. The 
researcher' s stated goal was to scaffold a diverse constructivist perspective for students 
enrolled in her literacy methods course. The researcher audiotaped and transcribed ten 
weeks of one-on-one sessions. Qualitative analysis of student assignments and coded 
videotaped courses indicate that many preservice teachers displayed attempts at 
communicating a diverse constructivist orientation during the case analysis of real life 
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cases in because real students were the focus of assignments. Moreover, an analysis of 
the data from the case discussions point toward decreased instructor input over time and 
increased preservice teacher ability to analyze and interpret the cases via a diverse 
constructivist orientation. This study provides evidence that points towards the effect of 
the case method of teacher knowledge and beliefs 
Teacher knowledge. The case study provides opportunities for pre-service 
teachers to amplify various facets of their teacher knowledge (Shulman, 19 86). For 
instance, when theories and principles emerge from a case discussion, students are 
required to "define the truths of the domain" and "explain why a particular proposition is 
deemed wan-anted, why it is worth knowing, and how it related to other propositions" 
(Shulman, p. 9). In addition, when discussions of instructional planning and decision-
making surface in a case study, students are forced to analyze the ways of teaching and 
formulating the subject matter that makes it comprehensible to others. Also, the case 
study method encourages cunicular knowledge when students need to examine the 
strengths and weaknesses of material used by the teachers' different cases and discuss 
alternatives available for instruction. Research suggests that improved teacher 
knowledge about learning and teaching is a vital aspect of increased student performance 
(Sparks & Hirsh, 1999). 
Self-efficacy. A number of studies point to a con-elation between both content 
knowledge and pedagogical content knowledge and increased self-efficacy (Mulholland 
& Wallace 2001 ; Woolfolk & Hoy, 1990). Yoon (2006) conducted a study to examine the 
effects of the case method on elementary pre-service science teachers ' self-efficacy. 
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Twelve first and second year Masters-level students in a teacher certification program at 
the University of Toronto participated in the study. Video-cases of exemplary practice in 
elementary science classes were used by the instructor in this particular study. For 
triangulation, multiple data collection techniques were employed such as: a pre-case 
questionnaire which posited questions geared at gauging levels of content and 
pedagogical content knowledge; case method activity sheets to prompt ideas about 
effective teaching and learning; audiotaped discussions of two pairs of participants (i.e. 
these groups were chosen based on their perceived self-efficacy-one pair with relatively 
low and one pair with relatively high self-efficacy); post-case, small group reflections; 
audiotaped, post-lesson interviews of two participants; discussion board contributions; 
and researcher field notes. The results of the study proved promising in terms of 
confirming the relationship between case method and cases and increased self-efficacy 
for pre-service science teachers. First, the data pointed to the case as an enabling 
mechanism for students to broker between theory and practice. The data suggests that 
students began to apply previously learned teaching principles and lessons learned from 
real life experiences to the case. Second, an analysis of the data indicates that students 
made improvements in pedagogical content knowledge and content knowledge. Finally, 
an important finding from the study was that the case and case method offered multiple 
points of entry for students with different levels of knowledge. The data from the 
interviews and post-case reflections indicate that the participants' self-efficacy increased 
as a result of this increased content and pedagogical content knowledge. In essence, 
"through negotiation and alignment of previous experiences and scaffolding for multiple 
29 
points of entry in a community of practice, impacts were made on participants' self-
efficacy beliefs" (p. 32). Although the study is suggestive of self-efficacy learning 
outcomes, there are some limitations. The number and type (all mature graduate level) of 
participants was too limited to make any broad-based conclusions. Further studies with 
larger, more diverse populations are necessary. Moreover, the length ofthe study is a 
limitation since it is important to investigate whether or not students will actually apply 
lessons learned from cases and case methods into practice. 
Teacher thinking. Teachers are not passive recipients of theories, principles, and 
strategies. According to Clark (1986), educators actively endeavor to accomplish goals 
they think to be important to their work. Case studies give teachers the opportunity to 
think about thinking, to reflect on their reasoning, and at the same time they can provide a 
tool through which new ways of thinking about decision-making and problem-solving 
can emerge. In the sociocultural view, Vygotsky (1934) reminds us that people use tools 
such as language, information and experience to produce new understandings. Using 
questions proposed by Skykes and Bird (1992) to guide their research, Moje and Wade 
(1997) examined the effects of case discussions on teacher thinking in two university 
content literacy courses. Operating under the belief that learning is contextually bounded, 
Moje and Wade examined "the sociocultural tools used to make sense of cases, as well as 
the activity networks in which they were situated, . .. and how these tools both generated 
and were reshaped by images and issues of teaching" (p. 693). The participants in the 
study consisted of both pre-service teachers enrolled in a required secondary content 
literacy methods course and in-service teachers in an elective secondary literacy methods 
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course. There were two researchers involved in the study: one researcher was the 
professor of the courses and the other was an associate professor in the same university 
who assisted with the development of cases and served as an observer during case 
discussions. Data sources included taped case discussions that recorded participant 
analysis, discussion about and interaction with case events. In addition, the research 
assistant led reflective debriefing sessions with the participants to survey what they 
learned and what could be improved next time. Moreover, the two researchers engaged 
in post-case discussions to reflect on what they thought the participants had learned and 
what could be improved. The assistant researcher compiled field notes based on 
observations from the taped discussions. Finally, the researchers conducted end-of-course 
interviews in which participants met in focus groups to respond to a semi-structured 
interview protocol. 
The findings from the study indicate that teachers think about learning and 
teaching in relation to the activity networks in which they find themselves. The tools that 
pre-service teachers drew on derived from their university activity network, knowledge 
from their university courses, their prior experiences as students and their family 
experiences. In contrast, the tools that in-service teachers depended on to mediate the 
cases were their teaching experiences at schools (Moje and Wade, 1 997). In addition, the 
results of the study indicated that in-service teachers ' imaging of teaching were far more 
complex than those of pre-service teachers yet pre-service teachers ' lack of experience 
allowed them to be open to innovative pedagogies or to envision alternative possibilities. 
The findings also reveal that teachers did not address issues of ethnicity, class, or gender 
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nor did they question the school curriculum or their assumptions about teaching, 
knowledge or ability. The distinguishing feature of this study was the exploration into the 
knowledge and thinking of pre-service and in-service teaches as well as the emphasis on 
teacher thinking about multicultural education. These findings give us a window into 
what and how teachers think about teaching. The implications of the activity network 
notion are enormous for case method instruction. It implies that case facilitators should 
be aware ofteachers' contextual boundaries and prompt them to look beyond them and 
question their assumptions. 
The Effectiveness of the Case Method and Cases in L2 Teacher Education 
According to Richards and Nunan (1990), research on the most effective 
approaches to teacher education of second/foreign language teachers is scant and 
virtually unexplored. Most of the research published in the field is not data-based. 
Numerous researchers in the field of second/foreign language education assert that pre-
service and in-service teachers should be equipped with problem-solving skills and 
decision-making abilities in a range of teaching contexts (Bax, 1997; Day, 1991; 
Wallace, 1991 ). Day (1991) argues that there is an overemphasis on the rationalist model 
in second language teacher education. U r ( 1992) explains that the rationalist model 
approaches teaching as a science; in this model knowledge is imparted to the learner, and 
it is anticipated that the learner apply this new knowledge to practice. Although the 
rationalist model emphasizes content knowledge, it does not address the pedagogical 
content knowledge, curricular knowledge, or normative knowledge required in the field 
of foreign/second language education. Moreover, the rationalist approach is typically 
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conducted in a lecture style. This defies educational theories and is poor modeling of 
practice. The following section aims to explore the scant research on the effectiveness of 
case-based pedagogy in SL TE as a means to address the needs of pre-service and in-
service teachers. The following studies highlight the learning outcomes researched on 
case-based pedagogy in L2 education. 
Need to make standards applicable to practice. With its inclusion in Goals 
2000, an initiative, sparked by the George H. Bush and Clinton administrations, that 
outlines benchmarks that students should demonstrate in subject matter areas, foreign 
language teachers have had to adhere to state and national standards (Phillips & 
Lafayette, 1996). Moreover, in 1997, TESOL published ESL Standards for Pre-K-12 
Students, which includes standards that demarcate what English language learners should 
be able to know and do with English. With this increased emphasis on the standards, it is 
imperative that pre-service teachers be able to not only have knowledge of the standards, 
but also to have an understanding of their practicality in curriculum design and teaching. 
To date, there are very few studies in L2 teacher education that advocate a particular 
method to promote the understanding of the applicability ofthe standards. 
One study points to case-based pedagogy as an approach that heightens learners' 
awareness of standards. Goldblatt & Smith (2004), researchers from the Ontario College 
of Teachers, conducted a wide scale research project whose results point to the power of 
case work to fo ster awareness of the standards and the relevance of these documents to 
personal teaching practice. In a reflective and collaborative effort, 18 teachers wrote 
cases based on their own professional dilemmas that they subsequently linked to 
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standards in order to determine the extent to which these standards were or were not 
included in their teaching practices. The method for data collection included an analysis 
of standards awareness sessions, a case institute that comprised learning the tenets of case 
genre, case discussions and post-case personal reflections. Moreover, the effectiveness 
and validity of the case method was recorded in a focus group analysis. The report 
suggested that "cases provide a meaningful context for reflecting on the standards and 
can guide improved practice" (Goldblatt & Smith, 2004, pp. 349-350). Every participant 
emphasized that his/her educational practice had been enhanced by increased knowledge, 
thinking, and reflecting on the standards. 
The results ofthis study prove promising with regard to the effectiveness of the 
case method on awareness of the practice of standards. However, since only twelve cases 
were reviewed, a key limitation is the short length of the study. It would be interesting to 
investigate the long-term effects of the case-method on teacher practice. In business and 
law schools, students are exposed to over 300 cases in order to build their repertoire of 
knowledge. Moreover, although the case institute may have temporarily influenced the 
participants' feelings about cases, there is no evidence to suggest that they actually 
implemented their newly acquired knowledge to practice. As such, data collection from 
participants ' classroom practice would serve to better indicate whether or not case 
instruction has lasting effects on teachers' practice of standards. Finally , it is important to 
note that the pmiicipants were never identified in terms of the subject matter that they 
teach. In the U.S., standards differ greatly among the content areas. Therefore, and 
especially for the purposes of this review, further investigation into the effects of the case 
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method on teachers' practice of standards in second/foreign language instruction is 
needed. 
Bridging theory to practice. Johnson ( 1996) asserts that cases provide 
participants in L2 teacher education programs the opportunity to make sense of theory. 
Currently only two studies in the field support this assertion (Haley, 2004; Reichelt, 
2000). 
Haley (2004) investigated the efficacy of the case study method in a 
foreign/second language (FLISL) methods course. The study specifically sought to 
address two research questions: first, can the case-based method be an instructional tool 
in a foreign/second language methods class and second, in what ways will students 
connect theory to practice using the case-based method? (Haley, 2004). The researcher 
defends the use of the case study method based on the premise that the knowledge base of 
FLISL teacher education needs to be reconceptualized. According to Haley, an important 
aspect of this reconceptualization is responding to the sociocultural process of learning to 
teach. The researcher situates this approach within a sociocultural theoretical framework. 
The context of the study was an advanced foreign/second language methodology 
course in a graduate school of education training program. The course was taught on the 
campus of a public university in northern Virginia. The course instructor, the author, was 
also the researcher. She had over 14 years of experience teaching foreign languages and 
ESL in public schools as well as 15 years of teaching experience at the university. A 
culturally and linguistically diverse group of fifteen pre-service and in-service students 
were enrolled in the course. Of the fifteen students, seven were native speakers of English 
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and the other eight spoke a variety of languages. There were 13 females and two males. 
The instructor used a case study as one of the texts for her foreign/second 
language course that was based on the experiences of one student intern from the 
previous year who was involved in his 15-week student teaching experience. By 
extracting excerpts from the students' progress report and reflection journals, the 
instructor actually wrote three cases, but gave the students in her Advanced Method of 
Teaching Foreign/Second Languages in Secondary Schools the option of choosing one 
case. They mutually agreed on one of the cases to discuss for the entire semester. 
Four methods of data collection were used for this study. First, every two weeks 
students in the methods class were asked to complete anonymous exit slips-short, open-
ended questions designed to assess students' opinions about the class. Haley (2004) 
asserts that this was done to measure how students were thinking and feeling about 
working with the case as well as to monitor how students were working in groups. 
Second, the instructor engaged in weekly informal interviews and email correspondence 
with the students to see how class was going for them and to check if they liked using the 
case-based method. Third, mid-semester evaluations were given in which students were 
asked to evaluate the case-based method and the course. Fourth, the students completed 
end-of-the course university evaluations. 
Haley (2004) suggests that based on an analysis of the data, the answer to the first 
research question was positive. The results indicate that the case-based method can be an 
instructional tool in a foreign/second language methods course. The results ofthe exit 
slips, interviews and course evaluations point to the efficacy of the case study method as 
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an instructional tool since students all responded favorably to questions posed. Moreover, 
in response to the second research question, the researcher asserts that in both class 
discussions and post-case journal reflections, students were able to identify emerging 
themes and connect reading assignments with the case such as the theory of multiple 
intelligences, the cognitive academic language learning approach and SLA theories. 
Other emergent themes were student teacher intern and cooperating teachers' difference 
in philosophical/ideological approaches to teaching, classroom management and theory to 
practice. 
There are various limitations to the study. First, the researcher was also the 
instructor ofthe methods course. As such, the results of the study could be inherently 
biased. Moreover, since the case study was written by the instructor rather than by the 
student himself, important details could be missing and the authenticity of the case is 
uncertain. Normally, when cases are created for business schools, both the professors and 
corporation/institutions engage in extensive collaboration. Perhaps (elements) descriptive 
details were left out of the case. I believe that the students and teachers should co-author 
case studies together in order to include all of the necessary details. Cases are not linear, 
since they aim to present the complexity and ambiguity of real-life scenarios that 
professionals are expected to deal with in their professional posts . Even though the case 
itself was not included in the study- another weakness-one can assume that the teacher 
wrote it in a very linear fashion with specific learning objectives in mind . The trouble 
with this is that in the real world of education, learning and teaching si tuations are not so 
tidy. Teaching is messy business, and students need to be presented with texts that are 
37 
representative ofthe uncertainty of the situations in which they will find themselves. 
Another drawback of the design of the study is the use of only one case study. 
This limits students' perspectives to only one specific instructional setting, one specific 
school culture, one set of instructional strategies, one group of students and one set of 
challenges. Presenting students with various, authentic cases could prove more effective 
since it might provide students with a broader perspective and richer understanding of the 
complexities of the field. 
The use of the term "case-study method" seems to have been slightly exaggerated 
in this study. Although it was important to have students prepare an analysis of the case 
and write a post-case response, the actual methodology used in the classroom was more 
akin to small-group discussions than an actual case study. In the case method, a case 
should be dissected by the entire class, under the guidance of a faculty member. Although 
it was insightful for the instructor /researcher to have students work together to analyze 
and synthesize infmmation in small groups, it could have been more effective to report 
back to the larger group so that students could have been exposed to a variety of analyses. 
Moreover, although the details of the small group discussions were not revealed in the 
article, it is vital to ensure that students discuss conflicting data and points of view, define 
and prioritize goals, persuade and inspire others who think differently, make tough 
decisions with uncertain information and practice risk-taking in the face of doubt. Such a 
lively discussion merits the whole group 's involvement and requires the skillful 
facilitation of the instructor. 
Another limitation of the study is that the research questions are too broad and 
38 
difficult to truly measure. The author never defines what an instructional tool is. The 
author states that learning with cases promotes personal and professional autonomy but 
never substantiates this opinion. Perhaps a more useful measure of the efficacy of the 
case study method as an instructional tool would be to follow the student interns into 
their first year of teaching and examine how the case study method informs their 
instructional decisions. 
Finally, both the small number of participants as well as the short length of the 
study makes it difficult to draw any conclusions about the use of the case study. More 
rigorous research is needed. The researcher's intent was quite valuable, but the study 
itself left much to be desired in terms of organization, analytical tools and data collection. 
In a similar study, Reichelt (2000) examined the use of student-generated cases 
and case discussions in a MA TESOL course. The participants in the study included 14 
MATESOL students enrolled in a required Applied Linguistics course for teachers. 
Groups of two to three students were provided with a casebook, including examples of 
cases from secondary English teachers, and required to write similar cases that addressed 
a particular issue in ESLIEFL teaching. Subsequently, each of these student groups 
presented their "case(s)" to the class for a forty-minute discussion. The instructor' s role 
was nominal during the 12 presented cases. The method of data collection included 
occasional post-case decision essays that were written either individually or in groups, 
the completion of an anonymous questionnaire at the end of each session requiring them 
to reflect on the useful aspects of the discussion and an end-of-course form asking 
pmticipants to consider the general usefulness of case studies in teacher preparation. The 
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researcher highlighted one ofthe strengths ofthe use of student-generated cases: 
An equally critical piece of the assignment concerns the learning opportunities 
embedded in case construction. Case construction involves studying a situation 
and learning enough about it to describe it accurately in a way that others can 
understand ... Preparing cases involves developing skills central to reflective 
practice ... to prepare a good case the case writer must watch and listen 
carefully-skills essential to good teaching in general, and to good reflective 
teaching in particular. (p. 138-139) 
Nevertheless, there are several limitations to this study. First, the design of the 
course itself is not cohesively organized and the content appears to be too cognitively 
overwhelming for learners to achieve any in depth understanding of the issues covered. It 
endeavors to cover a broad range oflinguistic content such as World Englishes, theories 
and approaches to language teaching, classroom management, and ethnography. It seems 
as though this span of information, in addition to case study expectations, might 
surpasses students' cognitive load and/or lend itself to a very superficial review of key 
concepts in the field. This amount of information may be especially difficult to process 
in one course in addition to expecting any useful and in-depth analysis of cases. Second, 
the research design was not rigorous and the data was not triangulated. Third, the term 
"case" was loosely interpreted. Rather than writing descriptive narratives that describe in 
detail the institutional, social, and teaching context, the characters, and the dilemma, the 
students wrote short vignettes with very little descriptive value. Moreover, the 
researchers suggest that the case discussions promoted a clear link to theories in language 
learning, but specific examples were lacking. Finally, a review of the case titles seems to 
suggest that these cases dealt mostly with classroom management issues. 
After a review of these studies, there is evidence to suggest that case studies may 
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serve to bridge theory to practice in second/foreign language teacher education. 
Unfortunately, the studies that exist in the field cmTently lack rigor. As such, further 
research is warranted. 
Considering and integrating culture in curriculum and instruction. As U.S. 
classrooms become increasingly diverse, language teachers must be prepared for teaching 
diverse student populations. Recognizing learner diversity and the distinct needs of 
learners, teachers should carefully design curricula in L2 classrooms that address these 
differences (Tomlinson, 1995; Tomlinson & Edison, 2003). Due to differences in 
background knowledge, language instructors should be aware of the distinct needs of 
who we teach and how and what we teach them. Tomlinson and Edison (2003) point out 
the need to understand individual characteristics when designing curriculum and 
instruction in order to be able to attend to what learners enjoy doing, what they already 
know, intelligence preferences, etc. In addition, with an emphasis on culture and 
communities in the national standards, language instructors should also be equipped to 
draw on the community as a resource for language learning opportunities. Overfield 
(1997) emphasizes the efficacy of community-based learning in second/foreign language 
classrooms to mediate language learning. 
During the Teachers for Alaska Program (TF A), Kleinfeld (1998) conducted a 
study. Participants, who consisted of a selected group of young Caucasian women who 
were preparing for teaching mostly native Alaskan students, read and participated in a 
case study that emphasized an authentic , thematically related case. The results of TF A 
showed measurable improvement in cross-cultural teaching skills. This is evidenced in 
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the end of the first semester sample teaching lessons that the participants conducted to a 
group of culturally diverse students. The results from the study demonstrate a profound 
change in the participants ' preparedness for cross-cultural settings. "At the start of the 
Teachers for Alaska program, only 28 percent of the students took into account culturally 
different students' frame of reference. At the midpoint of the program, 62 percent did so. 
At the end of the program, 83 percent did so" (p. 142). One limitation of the study is that 
it did not track the long-term effects ofthe case study method on the capacity of the 
participants to successfully reach and teach the Alaskan indigenous communities. 
Nevertheless, the findings of this study indicate that the case method can be a vehicle 
through which pre-service and in-service teachers can understand the importance of 
considering students' backgrounds, thereby preparing them for teaching in diverse 
settings. Further research is needed to see the effects of the case method on the 
second/foreign language pre-service and in-service students' perspectives of diverse 
backgrounds and their impact on curricula planning and instructional design. 
Implications and Conclusion 
The implications from a review of the research show promising evidence to 
suggest that the case method could be used as an effective approach in preparing 
second/foreign language teachers. It has been used successfully in other professional 
schools. In fact , in certain business schools, the case method is the only mode of 
instruction, and cases are the only materials. The case method has not fully taken hold in 
schools of education due to lack of funding and conceptual differences among scholars. 
However, the research that does exist in teacher education programs that employ the case 
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method indicates that it successfully develops various types of teacher knowledge, 
teacher thinking and self-efficacy. Moreover, the research suggests that the case method 
serves as the modeling of good practice. 
There is very little research into the most effective ways to transmit knowledge in 
second/foreign language programs aimed at preparing good teachers. However, based on 
theoretical perspectives, the evidence that does exist and evidence drawn from other 
content areas, it is a strong indication that the case method could be very effective. 
Specifically, the review ofthe literature points to the power of the case method to address 
specific pedagogical needs in the field: understanding the practice of standards, linking 
theoretical perspectives to practice and differentiated instruction for diversity. 
In conclusion, this preliminary review proposes the incorporation of the case 
study method into foreign/second language methods courses. Yet, before it can take hold 
as it has in the schools ofbusiness, law, and medicine, there needs to be more evidence of · 
its effectiveness. First of all, teacher educators need to stabilize the concept of the case 
study (clarifying what it is not, how it is to be written, and how it should be analyzed) and 
define its objectives. Second, although the research from other content areas is useful , it 
does not inform second/foreign language faculty of the efficacy of its use in addressing 
the specific pedagogical, curricular and professional needs of the field. Not only are there 
few studies on the use of the case method in second/foreign language teacher education 
programs, there is little research at all on teacher education in this field. If we are to 
prepare our teachers for the globalized society in which we live that is more 
interconnected than ever before, than we must put language teacher education at the 
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forefront of our agenda. As such, there needs to be more research in the field. Finally, if 
the case study method is to be taken seriously as a tool for enhancing teacher knowledge 
in second/foreign language teacher education, then more rigorous research will be 
needed. 
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CHAPTER 3: DESIGN AND METHODS 
This section begins with a summary of the overall design of the investigation and 
a rationale for such an approach. Secondly, it provides a description of the research 
setting, participants and apparatus. Finally, it outlines the methods of data collection, the 
process of analysis, and the organization of findings. 
Design and Rationale 
A qualitative case study analysis was adopted for the design of the study in order 
to contribute knowledge to the field of second language teacher education by exploring 
whether and how the use of case-based pedagogy impacted the learning of students 
enrolled in my Student Teaching Seminar. Yin (2003) advocates the use of case study 
analysis when the researcher has a desire to understand complex social phenomena. In 
this study, since a complete picture of the effectiveness of case-based pedagogy- a 
complex pedagogical context involving a dialogical and reflective social process-was 
sought, case study analysis was considered to be the most appropriate design. Feagin, 
Orum and Sjoberg (1990) express that the quintessential characteristic of case study 
analyses is that they strive towards a holistic understanding of cultural systems of action. 
In light of the investigator's research goals of understanding a pedagogical reality which 
is social ly constructed rather than objectively determined, case study analysis seemed 
most fitting. 
The following methods of data collection were used to investigate the research 
questions: formal 30-45 minute interviews with all 12 participants; twelve 90-120 minute 
audio-taped case-based discussions of student-teacher generated cases; pre-case decision 
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papers and post-case reflection essays; critical incident reports; student-teaching 
portfolios; memos and observation notes. (Refer to appendix B for a schedule of case-
based discussions and the course syllabus). These specific methods of data collection 
were chosen because it is assumed that they have the greatest potential to capture the 
information needed to answer the research questions. The participants were chosen via 
purposeful selection. As stated above, the instructor-researcher had worked closely with 
this particular group of participants in the role of instructor of the fall methods course and 
as their Field Placement Coordinator; a close relationship that facilitated the study. 
Setting 
The setting of the study was in a spring 2009 Student Teaching Seminar, a course 
required of all students-graduate and undergraduate-seeking Massachusetts teaching 
licensure in ESL, Bilingual Education and/ or Modem Foreign Language for grades K-12 
in a School of Education in a large metropolitan university. All students enrolled in the 
teacher licensure program are required to complete a fall semester pre-practicum and 
spring semester practicum experience, enroll in a fall teaching methods course and 
student teaching seminar and complete additional coursework required within their major 
area of concentration. During the pre-practicum period, students needed to complete 
thirty hours of observation in a classroom over the course of the semester. Students were 
placed in a site for the pre-practicum and practicum experience that closely resembled a 
setting in which they envisage themselves working post-graduation by the Field 
Placement Coordinator. In the spring semester, in addition to taking the Student Teaching 
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Seminar, all students were required to complete a full practicum (i.e. student teaching) 
experience that required a minimum of twelve weeks of full teaching responsibility. In 
line with theories of participatory action research (Freire, 1970), the instructor for both 
required courses, who was also the Field Placement Coordinator, simultaneously assumed 
the role of participant observer and viewed the Student Teaching Seminar as a 
community of learning. 
Participants 
The 12 participants were student teachers seeking Massachusetts certification in 
ESL/MFL/Bilingual Education. The group was comprised of a mix of six students whose 
concentration was ESL/Bilingual Education and six whose concentration was Modem 
Foreign Language. Nine of the twelve participants were graduate level students and three 
were undergraduates. See Appendix D for a list of participants, their degrees, area of 
concentration, graduate levels, and case study titles. Eleven of the participants were 
females. To reiterate, the instructor-researcher selected this specific setting and group of 
informants because of accessibility and a close relationship with the participants. 
Case Learning Contexts and Authors 
The complete case experience includes the student, reading, writing, reflecting, 
and dialoguing with peers. The nine learning contexts highlighted in the results section 
and their authors are presented here. The full cases are in Appendix F. 
Beatrice Rowley's Dilemma 
Elisa. Elisa is the author of Beatrice Rowley's Dilemma. She is a first year graduate 
student in the modem foreign language secondary French licensure track. Her placement 
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is at Mission Academy, a coeducational, independent preparatory, boarding and day 
school in the suburbs of the Boston area. Elisa expressed a desire to be placed in an 
affluent, high performing school. In addition, Elisa wished to be placed in a language 
immersion modem foreign language instructional setting. 
School context. Mission Academy is considered to be one of the top independent 
schools in the nation, and its modem language program is highly regarded. The school 
has a total of 964 students, with the following demographic breakdown: 
• White: 62.13 % 
• Asian/Pacific Islander: 16.9% 
• African American: 8.6% 
• American Indian/Alaskan Native: 0% 
• Hispanic: 2.59% 
According to the school's modem language website, Mission modern language students 
distinguish themselves as culturally aware, fluent speakers ofthe languages they have 
studied. In this program, students are exposed right away to the target language rather 
than English with faculty, many of whom are native speakers. As opposed to traditional , 
grammatically sequenced, textbook driven modem language classrooms, teachers in this 
program use literature, art, music, film, internet-accessed news and cultural sites as 
bridges to immerse students in an exploration of language and culture. 
The Necessity of Balance and Variety 
Haeijin. Haejin is the author of The Necessity of Balance and Variety case which 
takes place at John Cassidy High School. She is a senior in the TESOL secondary 
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licensure track. The English Language Acquisition program 's learning expectations are 
organized by the language modalities of listening, speaking, reading and writing. Reading 
and writing outcomes are drawn from the learning standards contained in the English 
Language Arts and Foreign Language Curriculum Frameworks. Reading and writing 
outcomes reflect the increasingly complex academic material that students will encounter 
as they gain proficiency in English. Links to the MELA-0 (Massachusetts English 
Language Assessment - Oral) (Massachusetts Department of Elementary and Secondary 
Education, 2007) were also indicated when appropriate . 
School context. According to the school's website, it is a comprehensive high school 
divided into four Learning Communities designed to promote high levels of learning and 
achievement for all students. The school has a total of 1,541 students, with the following 
demographic breakdown: 
• Asian 9% 
• Black: 38.03% 
• White: 36.26% 
• Hispanic: 14.72% 
• Multiple Race: 1.58% 
• Native American: .63% 
• Pacific Islander: .06% 
According to state reports, 26.70% of the student population is below the poverty level. 
The school follows a 4x4 Block Schedule with four 84-minute periods each day and two 
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90-day semesters each year. According to school administrators, the Block Schedule 
provides many benefits to students and teachers including: fewer classes for students to 
prepare for each night, fewer books and materials to manage, and more individualized 
attention from the teacher. The longer class periods give students more time to think and 
engage in active learning. Teachers benefit from more useable instructional time each day 
because less time is lost with beginning and ending classes. Fewer class changes in a day 
mean less change for disruption and discipline problems at school. According to the 
website, benefits for students include: 
• Reduction in the number of courses taken each semester means students have 
fewer classes to prepare for each night, fewer books and materials to manage, 
more individualized attention from the teacher. 
• When students attend seven relatively short classes in different subjects every 
day, instmction can become fragmented; longer class periods give students more 
time to think and engage in active learning. 
• A schedule with one relatively short period after another can create a hectic, 
assembly-line environment; 
• Teachers benefit from more useable instmctional time each day because less time 
is lost with beginning and ending classes. 
• Increase in the number of classes taken each year means students can take more 
electives and earn more credits each year. 
• If a student is absent, s/he has fewer courses requiring make-up work. 
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• Fewer class changes in a day mean less change for disruption and discipline 
problems at school. 
• Fewer students to teach in a day means teachers can get to know their students 
better and provide more individualized instruction. 
• If a student fails a required class, Block Scheduling allows the student to repeat 
the class the next semester and not delay progress toward graduation. 
French Inaction 
Suzanne. Suzanne is the author of French Inaction. She is a first year graduate 
student in the modern foreign language secondary French licensure track. She expressed 
an interest in conducting her student teaching in a diverse secondary setting so she was 
placed at a diverse urban school, next to an Ivy League University, in the Boston area. 
School context. The context for this case study is the same as the context for the 
French Inaction case study. The schoolwide expectation in the World Language program 
is that a foreign language student must learn to communicate as a speaker. There is a 
minimum language requirement at JW High of two courses in the same language. The 
school's website outlines its goals and purpose as follows: 
One of the most impmiant academic studies in the roster of courses is a foreign 
language. The study of another language gives an inside view of another culture, 
way of thinking, set of values, and lifestyle. Language study is the most natural 
vehicle for acquiring a multicultural outlook, and it enhances English vocabulary 
and knowledge oflanguage structure and usage. Second language study is 
indispensable for the college-bound and an invaluable embellishment to the 
educational background ofthe non-college bound. 
Oxford High 
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Ashley. Ashley was a senior in the secondary Spanish licensure track. During the 
fall semester, she was placed and composed the following case. She was not eligible to 
student teach in the spring because of her low academic performance. With her 
permission, her case was still used in order to balance out the number of MFL and ESL 
case. She expressed a desire to do her student teaching in a diverse secondary setting so 
she was placed at a diverse urban school. 
School context. This is the same school context as abovementioned schools 
described with different psuedonyms (John Cassidy High and JW High) in the The 
Necessity of Balance and Variety and French Inaction cases. 
Pondview High 
Jaime. Jamie is a first year graduate student in the TESOL secondary licensure 
track. During the placement process, Jamie requested to complete her student teaching 
experience in a high needs school where the majority of students live in poverty and have 
limited access to educational opportunities. As a result, she was placed at a school that 
has been considered at-risk due to its low performance on statewide MCAS testing. 
School context. Demographically, the school is 44% Black, 54% Hispanic, 1% 
White, and 1% Asian. The school has the following mission and vision: 
Our learning community is dedicated and committed to high academic standards 
and personal achievement. One of our major initiatives is to have everyone 
participate in our caring community. Pondview students are expected to maintain 
high academic standards, display respect for themselves and others, and 
contribute to the community in which we learn. Our highly qualified, dedicated, 
and creative staff works with students in achieving their ultimate goal. Many 
community partners invest in our school and our students! Their goal is to 
enhance our learning opportunities and develop future leaders. We have a learning 
environment at Pondview where all students believe in themselves, strive to 
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achieve with high academic standards, and look forward to success in graduating 
from high school and attending post-secondary education. 
Jamie is completing her student teaching in a 9th grade ESL classroom comprised of 
students primarily from Spanish, Portuguese and Cape-Verdean creole-speaking 
backgrounds. These students attend the ESL class to work on the development of their 
English language proficiency. 
Are they Ready for Middle School? 
Mai. Mai is a second year graduate student in the bilingual education program 
seeking elementary certification. During the placement process, Mai expressed a desire to 
work in a culturally and linguistically diverse setting. 
School context. She was placed at the Solomon School, Mai's placement is in a 
fourth grade Sheltered Immersion program designed to successfully prepare students to 
transition to regular program classes after two years. The Solomon School's English 
Learners Program has the following mission statement: 
Given the appropriate level of ELL support, all English language learners will 
develop the social skills and fundamental academic English language proficiency 
to meet their grade level benchmarks. All students will work toward attaining a 
proficient level or above on state achievement standards and academic 
assessments for their grade. In classroom climates that respect diversity, the 
program participants will be prepared for general education classes, college and 
career by having 21st century skills, high aspirations, and excellence in teaching 
and learning. 
The Solomon School has a total of 439 students, with the following demographic 
breakdown: 
• White: 62.13 % 
• Asian 4% 
• African American : 8.66% 
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• White: 8.43% 
• Hispanic: 78.36% 
• Multiple Race: .68% 
According to state reports, 26.70% of the student population is below the povetty level. 
Classroom Changes in Response to MCAS 
Amy. Amy is an undergraduate senior in the in the TESOL secondary licensure 
track. Her field placement is at The Summer Hill Community School, is an urban 
kindergarten through eighth grade school in the Boston area with 465 students. 
School context. The population is very diverse and high poverty, with 78 .9% of 
students considered low income. About 60% of students do not speak English as their 
first language and 27.3% are considered Limited English Proficient. In addition, the 
school's population, especially the English Language Learners (ELLs), is very transient. 
There are 38 teachers in the school, all ofwhom are considered highly qualified; the 
student teacher ratio is 12.2:1. The school has not made Adequate Yearly Progress in 
English Language Arts or Math for the year. They are in Improvement Year I for ELA 
and Improvement Year 2 for Math. According to the school website, Summer Hill 
Community School is a child-centered, academically rich environment that serves an 
ever-changing population of students from culturally diverse backgrounds. It incorporates 
kindergarten, elementary, middle school, Sheltered English Immersion (SElP) and 
Special Education programs taught by an experienced and caring faculty. 
Amy's placement is in a sixth grade Sheltered English immersion classroom. 
Sheltered English instruction is an instructional approach that engages ELLs above the 
beginner level in developing grade-level content-area knowledge, academic skill s, and 
60 
increased English proficiency. In sheltered English classes, teachers use clear, direct, 
simple English and a wide range of scaffolding strategies to communicate meaningful 
input in the content area to students. Learning activities that connect new content to 
students' prior knowledge, that require collaboration among students, and that spiral 
through curriculum material, offer ELLs the grade-level content instruction of their 
English-speaking peers, while adapting lesson delivery to suit their English proficiency 
level. 
A Second Grade Sheltered Immersion Classroom 
Beth. Beth is a second year graduate student in the bilingual education program 
seeking elementary certification. Her student teaching placement is at the Harks School, a 
diverse, urban elementary school in the Boston area. During the placement process, Beth 
expressed a desire to be placed in an urban school. 
School context. In its mission statement, the school emphasizes that all students 
in the school will advance their academic and social skills to achieve grade level or above 
benchmarks. It also states that all students will be prepared to reach the proficient level 
on state mandated (MCAS) and locally developed assessments. The school aims to 
develop and expand all students' literacy and mathematics skills, promote student 
emotional and social development, and encourage parental involvement to build a home 
school partnership for academic success. 
Disorder in Samothrace 
Miguel. Miguel is a senior in the modern foreign language secondary Spanish 
licensure track. He wished to do his student teaching in a diverse secondary setting so he 
61 
was placed at a diverse urban school, next to an Ivy League University, in the Boston 
area. 
School context. The school context is the same as The Necessity of Balance and 
Variety (John. Cassidy High), French Inaction (JW High), and Oxford High case studies. 
Procedure and Data Collection 
The data that was collected for the case-based pedagogy investigation included 
student-teacher-generated cases, pre-case decision essays, post-case reflection papers, 
critical incident reports, semi-structured student interviews, audio-taped case discussions 
and memos and field notes. 
As a final requirement for the fall methodology course, the instructor- researcher 
required students to compose a case study, a written representation of a real classroom 
dilemma, based on their practicum experience. Using one of their reflective journals as a 
basis for the composition of a case, they were required to describe in detail what they had 
perceived to be one of the most significant instructional, professional, programmatic 
design, student or teacher dilemmas at their field site. They could choose either to discuss 
a problematic situation that arose in their own teaching experience at the school or 
problems that they had observed. In the writing of these cases, student had to present 
pseudonyms in the place of the real names of the subjects or school involved, keeping the 
detail s the same. The instructor- researcher required the subjects to provide a detailed 
description of the school , the instructional program, the classroom, and the characters 
involved (i.e. teachers, students, administrators, parents, etc.) and ofthe dilemma itself. 
The subjects were informed that the case had to be written in third person and should tell 
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a story. Models of cases from the pilot study were presented to the participants to expand 
their understanding of how to write a case. In addition, they were presented with specific 
guidelines based on the Ellet (2007) Harvard Business School model of how to write a 
case study. The case study had to be succinctly and tightly written in 5-15 pages, size 12 
font , double spaced. The subjects were encouraged to include the following rich data in 
their cases: direct quotations from characters in the case, school mission statements, 
references to standards, or whatever they thought would provide a comprehensive picture 
of the complexity of the issue. They were informed that as writers of the cases, their 
perspectives should remain neutral; the case could have no stated conclusions or 
arguments. However, they were instructed to provide a note to the teacher explaining the 
language teaching and leaming themes that they believe were embedded in the case. The 
instructor compared these with her findings from a review of the cases to ensure that all 
topics are brought up during the case-based discussions. This process required the 
subjects to write multiple drafts until the instructor approved of a final draft that met 
these standards. 
Subsequently, in the spring Student Teaching Seminar, these student-generated 
case studies were used as the course reading materials and content for in-class case 
method discussions. As such, the subjects were reminded that it was important to provide 
sufficient inf01mation upon which their classmates would be able to base their arguments 
and conclusions when analyzing each others' cases. 
During the Student Teaching Seminar students were required to interact with the 
texts via pre-case decision essays, in-class discussions and post-case reflection papers. 
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More specifically, after reading each student-generated case, in the order stipulated by the 
instructor-researcher, the 12 subjects were required to compose pre-case decision essays 
which were due on the day of each seminar meeting. In these essays, students were 
directed to write a decision essay with reference to the case in question on that particular 
day. The following points had to be included in the essay: (a) options, (b) criteria (a 
rational decision should always be made with a set of criteria), (c) analysis of options, (d) 
recommendation (ofthe best choice among the options), and (e) action plan 
(Ellet, 2007). 
At each class meeting, 12 students were prepared to discuss the assigned case. 
After having read the case and written a pre-case decision essay, they all came to class 
with solutions and formulated opinions about the issue at hand. The in-class case analysis 
stage included such questions as: 
What are the issues here? 
How does this same situation look from another character's viewpoint? 
What went wrong here? 
What would you advise the teacher to do at this point? 
What might the teacher have done earlier to prevent the crisis? 
What changes might prevent this problem from happening again? (Kleinfeld, 
1990, p. 73) 
In class, case discussions were audio-taped. Although video-taping may have 
provided rich details, the instructor-researcher felt that the tape recorder was far less 
intrusive. Moreover, the instructor-research believed that the most relevant data to the 
research questions could be found in the di scourse analysis. 
Two weeks following each in-class case di scussion , each ofthe 12 students was 
asked to email the instructor a post-case reflective essay that responded to the following 
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questions: In what ways did the case study influence your thinking about the case? Did 
you change your original decision or did the discussion reaffirm your position? What 
points hadn ' t you considered prior to the case discussion? How might the information 
you gained from this case be applicable to your current instructional setting and/or future 
instructional settings? What did you learn? What are you inspired to learn more about? 
How did the themes discussed today apply to your student teaching experience? 
At the end of the semester, the 12 participants were interviewed by the instructor-
researcher. See Appendix B for the official interview protocol. Due to the length of the 
interviews and the participants' busy teaching and class schedules, the interviews were 
scheduled on three different dates in the last month ofthe semester. The open questions 
for the interview were designed to enrich and substantiate the emergent themes from the 
content analysis of the pre-case decision papers, post-case reflection essays and audio-
taped case-based di scussions, written cases, critical incident reports and the field notes. 
Flanagan (1954) emphasizes that the critical incident technique consists of asking 
participants for factual accounts of behaviors (incidents) that significantly contribute to a 
specified outcome (are critical) . At the end of the semester, students were directed to 
compose a nan ative account, or "critical incident report", on the extent to which the case-
based discussions and reflections led to either a positive or negative outcome in their 
student teaching and overall teacher preparation experience. Specific examples from the 
practicum experience were expected to be included to substantiate one' s perspective. In 
this repmt, students were asked to comment on the extent to which-if at all- the case 
discussions have influenced their language teaching philosophy, values and attitudes 
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about teaching in the context. They were also asked how, if at all , any of the case 
discussions influenced their student teaching experiences. These narrative accounts were 
then subject to the equivalent of a content analysis. 
The units of analysis for the study that were obtained, coded and analyzed include 
data from student interviews, pre-case decision and post-case reflection essays, audio-
taped case discussions, student-generated case-studies and notes and critical incident 
reports. As such the data was mined for emergent themes that were included both in the 
work they produced in the essays and critical incident reports and what they said during 
interviews and case discussions. These many-layered data sources served to triangulate 
analysis across sources (Patton, 1990). 
Data Analysis 
All data was coded into theoretical categories and associations were made with 
data from memos and observational notes. Using the theoretical framework of teacher 
knowledge proposed by Shulman (1986), the researcher looked for evidence of 
pedagogical content knowledge, curricular knowledge and content knowledge. Also, the 
researcher looked for evidence of praxis (Freire, 1970), local knowledge (Huberman, 
1987) and problem-solving orientations. The researcher distanced herself from 
established theoretical frameworks in a second reading of the data in order to discover 
new possibilities not presented in the literature or discovered in the pilot study. 
Comparisons were then made between each delineated incident from the data to 
understand similarities and to identify differences between and among theoretical , 
substantive, and organizational concepts. 
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The researcher used an embedded design by looking for consistent pattems of 
evidence across units of analysis. This entailed a comparative analysis of incidents that 
are found to be conceptually similar and open coding of interviews, pre-case decision 
essays, post-case refection papers, key points in audio-taped cases, critical incident 
reports, memos and highlighted evidence in teaching portfolios (Maxwell, 2005). 
In essence, the instructor-researcher planned to look for evidence in both the work 
the participants produced and what they said during interviews and case discussions. 
Figure 2 illustrates the process of data analysis for the study 
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Figure 2: Process of data analysis 
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CASE BASE PEDAGOGY 
IMPACT ON PARTICIPANTS 
DATA: 
INTl:RVIEWS 
AUDIO-TAPED DISCUSSIONS 
PRE-CASE ESSAYS 
POST-CASE REFLECTION 
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STUDENT GENERATm CASES 
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MEMOS 
CONTENT ANALYSIS 
THINKING PRAXIS EMERGENT 
THEMES 
Potential threats to validity were addressed via the triangulation of sources, a 
search for and acceptance of discrepant evidence, member checks and additional readers 
of transcribed transcripts. 
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The combination of coded interviews, pre-case decision essays, post-case 
reflection essays, audio-taped discussions, critical incident reports, memos and 
observation notes served to corroborate the instructor-researcher's findings. In addition, 
during the coding of the transcripts, the instructor-researcher consciously and specifically 
highlighted and coded any data that revealed the potential drawbacks of case-based 
pedagogy. The intent of the study was to understand what happened when case-based 
pedagogy was used with this particular group. So, even though the researcher' s practical 
goal of finding an effective method to prepare language teachers could be perceived as a 
validity threat, the researcher understood from the beginning of the study that the results 
could point to the ineffectiveness of case-based pedagogy as a language teacher education 
methodology. The researcher understands that in the search for effective teacher 
education practices, it is more reliable and beneficial for future research to admit any 
shortcomings of case-based pedagogy. 
Validity threats were also dealt with via requesting input from the pmiicipants 
with reference to my conclusions in subsequent informal conversations. Finally, 
observation notes were taken during formal interviews, and memos were written after 
each case-based discussion. It is believed that establishing this chain of evidence 
addressed any perceived threats to validity. 
Ethical Considerations 
Since the instructor-researcher had a close working relationship with the 
pmiicipants there was no need to gain access to the group. However, knowing that the 
participants ' behaviors, reactions and attitudes toward the study might be influenced by 
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the existing power relationship, which could influence the results of the study, the 
instructor-researcher was compelled to gain their trust. In an effort to address this issue, a 
number of action steps were taken. First, the instructor-researcher introduced the study 
and explained that her interest was to understand and analyze what happened during case-
based pedagogy and that the purpose of the research was ultimately to identify effective 
teacher education methodologies. In this vein, she reminded them that she did not have a 
pre-determined outcome for the research. To gain their trust, the researcher appealed to 
their desires as teachers to search for best methodologies and informed them of her 
personal, practical and intellectual motivations for the study. In sum, the participants 
were informed about the study's true purpose and when/where they could find out the 
results of the investigation proper. Moreover, the instructor-researcher explained that 
their grades were in no way going to be influenced by her research interest and/or their 
response to the study. After explaining the study and its purpose, the researcher allowed 
for a roundtable discussion in class about the potential benefits and risks ofthis study. To 
allow for a more candid discussion, the researcher stepped out of the room and allowed 
students to privately discuss their feelings about participating in the study. At that point, 
they were able to decide whether or not to sign the informed consent form. When the 
instructor re-entered the room, the participants all signed the informed consent form and 
were willing to participate in the study. I anticipated that the close working relationship I 
shared would be beneficial because the initial banier of gaining trust with participants did 
not exist and the group was open to discussing their opinions openly and candidly. 
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Organization of Findings Chapters 
In this study, the instructor-researcher sought to understand whether and how the 
use of case-based pedagogy using student-teacher-generated cases influenced the learning 
of students emolled in the student teaching seminar. In an effort to cogently present the 
findings, Chapters 4-6 are organized into three sections based on themes that emerged in 
the data: (a) case experiences that shaped teacher knowledge growth and praxis (b) case 
experiences that prompted the development of teaching thinking and (c) instances when 
case experiences did not work. Specifically, the instructor-researcher selected, bundled 
and highlighted case experiences whose major findings seemed to speak to the 
abovementioned themes. These chapters include a complete description of the case 
experiences, beginning with a portraiture of each of the individual participants, followed 
by a description of their assigned student teaching placement contexts, a summary of 
their student-generated case study (including a summary of the school and programmatic 
contexts, characters, and case-specific dilemma) and the corresponding findings that 
emerged. All conesponding data within each theme that address specific research 
questions is presented, including critical incident reports, twelve pre-case discussion 
papers per case, twelve post-case reflection papers per case, in-class discussion 
transcriptions and interviews. At the end of each of these chapters, the instructor-
researcher discusses factors that appeared to lead to learning outcomes. 
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CHAPTER4: 
SHAPING TEACHER KNOWLEDGE GROWTH AND PRAXIS THROUGH 
CASE-BASED PEDAGOGY USING STUDENT GENERATED CASES 
For the first research question about the aspects of teacher knowledge that case-
based pedagogy using student-generated cases facilitated, the data from three cases--
French InAction, The Necessity of Balance and Variety, and Beatrice Rowley--point to 
the development of participant content knowledge, pedagogical content knowledge, 
curricular knowledge and located knowledge. For the third research question, data from 
the study also suggests that these three case experiences directly influenced the 
development of participant praxis. 
In Shulman's theoretical framework ( 1986), effective teachers need to master 
various types of teacher knowledge : (a) content knowledge (b) pedagogical content 
knowledge and (c) curricular knowledge. Content knowledge encompasses what Bnmer 
(as cited in Shulman, 1992) called the "structure ofknowledge"-the theories, principles, 
and concepts of a particular discipline. Especially significant is content knowledge that 
deals with the teaching process, including the most useful forms of representing and 
transmitting content and how students best learn the specific concepts and topics of a 
subject. A second key aspect of being an effective language educator is knowing how to 
choreograph the language learning environment to faci litate students' understanding of 
particular content-specific concepts and to contribute to their linguistic and academic 
development. Shulman ( 1986) coined a term for this kind of knowledge: pedagogical 
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content knowledge. He identified pedagogical content knowledge (PCK) as "the ways of 
representing and formulating the subject that make it comprehensible to others" (p. 9) In 
Shulman's view, pedagogical content knowledge is a form of practical knowledge that is 
used by teachers to guide their actions in highly contextualized classroom settings. This 
type of practical knowledge entails, among other things: (a) knowledge of how to 
structure and represent academic content for direct teaching to students; (b) knowledge of 
the common conceptions, misconceptions and difficulties that students encounter when 
learning particular content; and (c) knowledge of the specific teaching and assessment 
strategies that can be used to address students' learning needs in particular classroom 
circumstances. Shulman defined pedagogical content knowledge as teachers' 
interpretations and transformations of subject-matter knowledge in the context of 
facilitating student learning. Shulman's (1986) description of curricular knowledge is 
summarized as the planned interaction of students with instructional content, materials, 
resources and processes for evaluating the attainment of educational objectives. Johnson 
(2009) defines located knowledge as knowledge of the broader contexts of L2 education, 
including broader macrostructures, routines and programmatic design. Johnson notes that 
praxis (Freire, 1970), or critical reflections on practice to inform action, is suitable and 
necessary for the preparation of teachers. Praxis has varied meanings in different 
intellectual and cultural traditions. In this study, the instructor-researcher regards praxis 
as a kind of enlightened and "elevated" action, based on critical reflection on theory 
(Kemmis & Smith, 2008). It is the kind of action people are engaged in when they think 
about what their action will mean in the world. Praxis is when educators take into account 
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all the circumstances and exigencies that confront them at a particular moment and then, 
taking the broadest view they can of what is best to do, they act. In this study, 
participants reported instances of praxis. 
The following section presents the results on the impact of three case experiences 
on the development of participant teacher knowledge, followed by the results from 
critical incident reports and participant interviews. 
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Elisa's Case: Beatrice Rowley's Dilemma 
The Beatrice Rowley case documents the obstacles encountered by a high school 
French instructor as she struggles to sustain the interest of a group of primarily Haitian, 
lower socioeconomic status fourth-year group of students. The teacher's "dilemma" as 
described centers around this particular group's seeming reluctance to speak the target 
language in class. Realizing that their level of engagement in her class this year could 
determine whether or not these students will persist in their language studies, Ms. R. 
struggles to identify a solution. 
Teacher Knowledge 
For the first research question about the aspects of teacher knowledge that case-
based pedagogy using student-generated cases facilitated, the data from the pre- and post-
reflection papers and case discussion transcript indicate that the case experience led 
participants to a deep understanding of effective instructional strategies, or pedagogical 
content knowledge. For some participants, the data indicates the case experience had a 
direct influence on practice. 
_Content Knowledge 
There is some evidence in the case that sociolinguistic content knowledge was 
promoted in the case discussion. The following excerpt from the case highlights a 
discussion on the linguistic differences and similarities between Haitian Creole and 
French. 
Teacher: We 're going to start first by thinking about this in tenns ofumm 
medicine. So what are the symptoms ... so what is your diagnosis and what are the 
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symptoms? So let's begin. It's another way to say what are the issues and what 
are the underlying issues? 
Students: 
Kids are not motivated to speak their target language, which happens to be their 
first language also. 
I have a question about this language because I really don't know. I always 
thought that French and Haitian Creole were like basically the same. Could a 
person speaking French and a person speaking Creole communicate? 
No, it would be like speaking Spanish and French. 
Yeah, so the grammar is totally reversed. For example, I speak Haitian Creole so 
if I were to say in French, you would say what umm how are you? How would 
you say that in French? 
Student: [French response] 
Teacher: Okay, well it would be [Creole response] in Creole. 
Students: 
Yeah, so I speak French and when I hear people speaking Haitian Creole, I can 
like pick out words but have no idea what they're talking about. 
Right, they have different rules of grammar. 
Oh, okay, thanks. 
So the lexicon is the same but the syntactic rules are different. 
Teacher: Yes, that is exactly right. A creole is a stable natural language 
developed from the mixing of parent languages, so Haitian creole shares much of 
the French vocabulary, or lexicon. However, the grammar has its own original 
features. 
Evidence from an excerpt of the case discussion points to a discussion of the theory of 
comprehensible input and structured output: 
Teacher: So they're getting a lot of exposure . .. and what do we call that in 
theoretical tenns? 
Students: [unable to decipher individual responses] 
Teacher: So students are receiving sufficient and adequate input. Right, i+ I. But 
this is in direct contrast to the problem. They're not having enough opportunities 
it seems or maybe they're given the oppmiunities but are not engaging in output. 
So this is one of the issues. Do you think they're not given enough opportunities? 
How would you diagnose it? 
I was thinking that maybe they aren't being given the opportunities to discuss 
things that are interesting to them. 
Teacher: Okay, before we go there, whose name do we associate with output, 
negotiation of meaning, interaction? 
Students: 
Long. 
Swain. 
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They're all pretty much saying that you have to speak the language, produce it in 
order to understand it. 
Teacher: Right, and what about negotiation of meaning. When kids are given the 
opportunity to negotiate meaning, what are some of these exercises? [long pause] 
Student: Language. 
Teacher: Right, all aspects of the language, from the syntax, to the vocabulary to 
the pronunciation. So in theory students need to have these opportunities. And 
going back to Alex's statement, she said that it might not be the fault of the 
students. It could be the fault of the activities devised. So say more about that. 
In a post-case reflection paper, SJ reflected on her content knowledge growth through this 
case expenence: 
One of the most interesting things I brought home from the discussion was the 5 
C's (American Council on the Teaching of Foreign Language national foreign 
language standards). My theoretical knowledge is woefully out of date, although 
I am trying to make headway with some reading. So I am not fully cognizant of 
some of the researchers/theorists/gurus mentioned, and their ideas. However, the 
discussion on language input and output reminded me of Ellis's Analytical 
Framework, which is very important in SEI Category 1 training. I felt the 
discussion was a great refresher of some of these theories and I am inspired to 
read more about Swain and Long in pmticular. I also will certainly be 
considering the 5 Cs (something I had not known about until this case experience) 
in my own teaching. 
Pedagogical Content Knowledge 
The data from the pre- and post-case papers and case discussions point to the 
development of participant pedagogical content knowledge. In the following case 
discussion excerpt, participants engaged in a dialogue about the identification of learners' 
specific needs; this process is categorized under the theme of pedagogical content 
knowledge as it is considered to be the first step in the process of differentiated 
instruction: 
Teacher: Okay, so what are the surface issues in this case? 
Students: 
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The teacher is hesitant to umm force them to speak the target language. 
I don't know if this is the same, but I don't think the teacher knows why they are 
hesitant to speak the target language. 
This is why the teacher has to investigate more about the difference between 
French rules and Creole. 
I agree, it will help her to learn how to help them. 
Right, and she also needs to learn more about her students' backgrounds and 
learning preferences in general. 
Teacher: You are already jumping ahead to the deep rooted issues and solutions. 
You are getting good at this. (Laughter) Great. Exactly. This is the first step that 
Tomlinson wrote about in the journal article we read 
about steps to differentiating instruction in the modern foreign language 
classroom. 
In a post-case reflection paper, Mae expressed: 
Most of the students in Ms. Rowley's classroom speak Haitian Creole, but she 
disregarded a cultural aspect of Haitian Creole and French, and the connections 
between these two languages. One of the ways for Ms. Rowley to understand her 
students better is by investigating the connections between two languages, and by 
having them find out what those are. During our discussion, it reminded me of 
the book titled Teaching other people's children by Cynthia Ballenger. She is 
confounded by the children in her classroom who do not look at her eyes when 
she speaks to them or by the children acting out while she was reading 
storybooks. She tries to find her way by observing other classrooms and how 
other teachers handle situations that Ballenger is not familiar with, and she 
realizes that she needs to investigate her time to understand Haitian culture to 
understand more about her students. The same thing applies here for Ms. 
Rowley's case. It is important to understand students' cultural background, 
especially if that is causing students to appear unmotivated and not speaking the 
target language in foreign language classroom. 
Culture, connections, and comfort. The themes of pedagogical celebration of 
learners ' cultures, connections to students' lives and establishing a comfortable, safe 
learning environment emerged in the data. In a pre-case decision paper, Amy noted: 
The first thing that should be present in a language classroom is a safe 
environment. Students must feel comfortable enough to make mistakes without 
the fear of being ridiculed or over-corrected. This feeling of community respect is 
something that should be established from the beginning ofthe school year. 
However, if a teacher finds herself in a situation in the middle of the year where 
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things are out of control, she should evaluate the culture of the classroom with her 
students. Talk with them about constructive criticism and cooperative learning 
skills. 
Some participants discussed the importance of knowing your learners and making 
connections to their lives as well as integrating experiential learning experiences to 
promote connections and communication. In a post-case reflection paper, Amy stated: 
Another strategy the teacher could use is making speaking French more relevant 
to their lives. The students could begin by brainstorming ways in which they 
could incorporate French into their daily lives. Why do they want to learn another 
language? How could it help them in the future? Also, if field trips are an option 
the students could go to a French restaurant or somewhere where speaking French 
is required. 
In a pre-case decision paper, Alice remarked: 
It could be beneficial to find out through dialog journals what language, between 
French and Creole, the predominantly Haitian students used when and why. Do 
they speak these languages at home with their parents? Only with certain 
members of their extended family? Why? Knowing this and also knowing what 
topics are of interest to the students, could help Ms. Rowley plan lessons that will 
be fun for the students to participate in. These lessons could include games that 
necessitate speaking French in order to advance, score, etc. I am curious to see 
what ideas the discussion of this case will generate, as it is indeed a frustrating 
situation. 
As evidenced in the following case discussion excerpt, student participants discussed the 
importance of knowing learners, especially their cultural and linguistic backgrounds: 
Students: 
If the teacher doesn't know the students' cultures, she should make an attempt to 
learn it. 
Yeah, because it is very linked with knowing your students. 
Because anything as fundamental as time can influence the class. So for example, 
I know that Caribbean time versus American time and being on time means being 
an hour late. So in my example, if a teacher were planning a field trip after school 
and the bus is leaving at two forty-five the kids need to get there at that time or 
there would be a problem. 
Teacher: So that ' s one aspect, which is certainly true. There are different 
expectations and time is one, but this even goes further than that. But wait, I 'm 
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teaching Haitian Creole students and I don't know anything about them, what do I 
do? 
Students: 
Get more information about their culture to read about. 
You can Google search online. 
[inaudible response-too far away from recorder] 
Teacher: Alright, so you're bringing up two very good points. So the first point 
that you really need to bring in their culture into the classroom. So students' 
culture is not being validated. 
Students: 
I think that making connections between the French and Creole language might be 
one way to do that. 
Perhaps in their culture reading and writing is more impmiant than speaking? So 
perhaps when they're speaking they think that they're not doing schoolwork? 
Well I know that is the case with many students from Asian countries, but I don't 
think we can jump to the same conclusions with them. 
Teacher: Right, that is one piece of it but I don't think we can jump to 
assumptions. If you don't know, how can you find out? You can read up on it, 
what else? 
Students: 
Well I say use what they like-the writing. Ask them in writing to tell you about 
speaking in front of the class. 
Right, because maybe they feel more comfortable being honest with you in 
writing. 
Teacher: Great, so we are already getting to some solutions. So I wrote in purple 
some issues, let's just go to that. You are suggesting that, well we are assuming 
that maybe the teacher is not knowledgeable about the students' cultural 
backgrounds and that indeed may be affecting their desire to communicate. And 
so Mara is suggesting that we should find out about their culture through writing. 
Could you also design an activity, a fishbowl discussion, or have them assigned to 
finding out how Haitian food is related to French cuisine or let them self-select 
topics of interest. Therefore you could learn and they can be experts while also 
learning about French culture. So maybe even a task. And that also helps them 
with responsibility-taking responsibility for their own learning. It really kills 
two birds with one stone. So oral tasks, research, and compare and contrast 
activities. What do we know also about different learning styles and cultural 
expectations? I'm jumping all over the place here I know, but really you need to 
find out about their culture. Because yes, in some cultures students are meant to 
be seen, not heard and parents and teachers are authoritative figures. And you 
don't speak unless you are asked to speak, it ' s just a sign ofrespect. That may be 
one element, it may not be. But the only way to find out is to ask. Okay. 
Students: 
Well while you're doing all of these getting to know your Creole students 
activities, what would you do with your non-Creole students? 
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I would say to do the same. Everyone has a background they'd want to share. 
And it would be a good icebreaker to build a safe and understanding classroom 
environment. 
[inaudible response- too far away from the recorder] 
I would even say to do sketches at the beginning of the year about expected 
behaviors. That way students are learning about how to act in American 
classrooms but it's not necessarily directed at them. 
I also think that people should reach out to their school administrators and ask for 
professional developments around this subject area. 
There are also great resources to read about understanding different educational 
systems. Libraries might have them, or bookstores. So if you have many 
international students, it might be a good thing, and a quick thing, to read up on 
them. 
Teacher: That might even be a great activity for students to do in class! Have 
them research how students learn in France, Haiti and in the United States. And 
they could talk about it in French. It could be really interesting ... What is the 
point to all of this? [pause] Culture is essential and as teachers we need to be 
ethnographers. Because if we do not know what is going on with the students and 
how their background is affecting their behavior, we may be coming up with a 
prescription that has nothing to do with the real issue. 
Strategies for promoting oral language development. The data from the pre-
case and post-case papers and case discussion point to participant learning of strategies 
for promoting oral language development in language classrooms. Elisa noted a shift in 
her ideas about addressing this issue. In a pre-case decision paper she focused on forcing 
students to use French only in class: 
An option for Ms. Rowley would be to come down hard on the students and insist 
on the use of French. She cunently does not grade class pmiicipation, but she 
could start a participation grade and warn the students that, every time they speak 
English in a situation where they could have said the same thing in French, they 
will lose participation points. 
Following the discussion, she commented on the shift of her thinking about strategies for 
promoting oral development in a post-case reflection paper: 
Although forcing students to speak in French might be an ultimate goal, it is not 
the only solution. The di scussion helped me to consider other strategies for 
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encouraging, rather than enforcing, speech in the target language. It is also 
impossible to ignore students' cultural expectations as well as their attitudes and 
feelings about the target language. 
In a pre-case discussion, SJ noted: 
She could use journal writing to discover why they won't speak in French, and 
she could also use the journals to learn what sort of things they would like to talk 
about, supposing they did eventually talk. She could think of ways in which to 
use oral language more in the curriculum: role-plays, using French movies, 
newspapers, and magazines to promote discussion, oral presentations, etc. Her 
assessment could also better reflect the importance of speaking by giving a higher 
percentage of the grade to oral participation. She could also use negative 
assessment by taking points off when the students speak English. They could also 
not be allowed to go to the bathroom or their locker unless they ask in French. 
For language learning and assessment to be valid, students should be able to 
perform in the four skills. Therefore they need to speak, not just to answer 
questions, but also to be able to talk. Thus the teacher must provide a climate 
conducive to speaking, where the students won't feel they're judged negatively if 
they make mistakes. She needs to encourage them by means of class activities 
which promote speaking, and by assessing their speaking. 
As the following case discussion excerpt indicates, participants considered strategies for 
promoting oral development in a foreign language classroom: 
Teacher: 
Okay, so what's your diagnosis, preliminary diagnosis? 
Students: 
If the students aren't speaking it maybe they're not seeing what the use ofumm 
speaking it would be. So maybe relevance. 
Yeah, because they're doing the writing and they're doing the reading but they 
just aren't producing. 
Teacher: Okay, but is that the only diagnosis? That's one. 
Students: 
1 think she needs to talk about why this is the case. Are they embarrassed to 
speak? 
Right, do they not feel comfortable in that space? 
Also, do they not feel comfortable making mistakes? 
Teacher: Say that again please. 
Student: Do they not feel comfo11able making mistakes? 
Teacher: Yes, keep that in the back of your minds. 
Student: Also, not just making mistakes but also, in my experience, people who 
study the language a lot and then are expected to speak it, it 's like weird. You feel 
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weird speaking that language. Like I worked with a lot of Korean students who 
they knew all the grammar, they knew everything, but then when it came to 
speaking .. .it took a while for them to get comfortable hearing those sounds come 
out of their mouths. 
Teacher: Okay, what other diagnoses are there? Preliminary? Anything else that 
came to mind as you were writing the pre-case? 
Student: It seemed like the classroom language, so a language class at this level, 
the basic classroom needs like going to the bathroom, should have to be asked in 
the target language. 
Teacher: So she's not enforcing the target language in daily conversation. Maybe 
she's afraid that they'll be turned off, like it said in the case, and not want to 
pursue the language further. Okay. anything else? 
Student: 
I think part of it might also be embarrassment or shame. I mean they are in this 
school where there is this immersion program where there are kids who are one, 
two, or three years younger than them and are perfectly fluent. So maybe they're 
just embarrassed that there are younger kids who are doing so much better than 
they are. 
In a post-case reflection paper, Amy commented on additional strategies for promoting 
oral development: 
Another thing that might be useful for Ms. Rowley is to talk to her students about 
why they are so reluctant to speak in French. It could be a number of easily 
resolvable issues that she could never think ofherself. The students themselves 
are one of her biggest resources in this case. Starting the class with an informal 
discussion in French could get the students in the mindset needed to speak French 
in the rest of the class. This type of warm-up was recommended on the video we 
watched. This is a time for them to try out their speaking skills without the fear of 
making errors. The teacher could give the students participation points which 
could provide external motivation for them to begin speaking in class. 
In a pre-case decision paper, Alice noted : 
But maybe if Ms. Rowley came up with a rewards system of some sort, will she 
be able to get her 4111 year students to speak French in class? In elementary grades, 
the rewards are pretty simple and yet, can be effective: a sticker chart for a 
behavioral problem kid with the potential of earning computer time for instance, 
might work for a first grader but for a freshman in high school? Maybe if Ms. 
Rowley got to know her students, she could find out special interests that she 
could use as a basis for rewards. 
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In another section of the transcript, participants discuss the differences between IRF and 
IRE: 
Teacher: Okay, let me just take a couple more ... [inaudible]. So back to the 
issues, maybe the conversational topics, what else is going on? Does the teacher 
begin with discussions? Remember the video we watched with the instructional 
conversation, what are those? Remember that French teacher? Does she begin 
class with those? 
Students: 
We don't really know. 
Yeah, it doesn ' t talk about that in the case. 
Teacher: Okay. What are the purposes of instructional conversations? 
Students: 
Communication and thinking. 
Oral language production and skills. 
This is negotiation of real language, not scripted evaluative, yes or no talk. 
Basically, we want to offer students natural conversation opportunities. 
Classroom management. The data from the case suggest that participants 
increased their understanding of classroom management strategies. In a post-case 
reflection paper, Amy noted her knowledge growth in the area of classroom management: 
I also learned some new classroom management ideas such as a behavior board. 
Susan wrote in her post-case reflection paper: 
I think the behavior board is an interesting classroom management idea. 
In a post-case reflection paper, Mai noted: 
I really appreciated the behavior board idea. I think I will try this . 
Establish a purpose for learning. The importance of establishing a purpose for 
learning emerged as a theme in the case. Beth reflected on the importance of establishing 
a purpose for learning: 
Whether the students are not comfortable speaking the target language, if the 
students do not see the purpose of speaking the target language, they will be 
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unmotivated regardless. The teacher needs to be clear about the purpose of the 
activities. 
In a pre-case decision paper, Mai explained: 
Both the teachers and learner needs to understand the purpose of each lesson plan. 
Otherwise, everything will fall apart. As Professor Cournoyer often says in class, 
you need to have a target or KUD (what students should Know, Understand, and 
Do by the end of a lesson) 
Curricular Knowledge 
The evidence from the case highlights participant curricular knowledge growth. In 
the following case excerpt, participants mulled over the importance of using 
supplementary materials and making content relevant and meaningful: 
Students: 
Another thing is that she feels like she has to stick like glue to this curriculum. 
She won't go on a tangent to address her students' needs and interests . It 's as 
though she has a straight jacket. 
[laughter] 
Teacher: So the teacher feels like she is married to this curriculum. Okay, 
anything else? [long pause] 
Students: I think that may be it. I basically didn't see anything other than that. 
She needs to supplement materials to make it more interesting. 
Well, umm so since they don't mind writing and that part of instruction, maybe 
it's not necessarily that they're not interested or that they' re lazy. If there were 
topics that they felt they had something to say about they would want to. But this 
is mostly speculation thinking that they're not getting topics that they want to talk 
about. 
In a post-case reflection paper, Amy commented on how the discussion reminded her to 
integrate culture into the language curriculum: 
One thing that I would add to my original decision in the Rowley case study is a 
focus on the culture of the students and making connections between their culture 
and French culture. It is important to remember that cultural learni ng is an 
important dimension of language teaching. 
In a pre-case decision paper, Beth advised the teacher to create a curricular unit that 
86 
connects to students' cultural heritage: 
Ms. Rowley might be able to use the sunounding context to her advantage. Since 
her class does include several students who are taking Haitian-Creole language 
classes to get closer to their heritage, and that language and culture has many 
similarities to and differences from French, she should use that connection to her 
advantage. 
In a post-case reflection paper, Alexi also reflected on how the discussion reminded her 
of the curricular importance of connecting to students' cultures: 
One solution, talked about during class, that I had not considered in my pre-case 
essay, was making sure each lessons, homework etc. connected the students' 
culture to the French culture. The first step in supplying a deep and interesting 
connection is finding out the students ' culture. She can do this by having her 
students answer a survey or have them write in journals about different aspects of 
their culture. Once the teacher has identified the different cultures of the students 
in the classroom, she can create lesson plans/homework assignments revolved 
around the comparing and contrasting of both the French culture and the culture 
of the students. 
In a pre-case decision paper, Beth commented on integrating instruction and other 
strategies such as competitive games for oral development: 
She should not try to make them speak in isolation, instead she should given them 
activities that incorporate, writing, speaking and listening which will further all of 
her classroom objectives. One way to do this would be to include more games in 
the classroom. If the students are playing a game that they think is fun that elicits 
speaking in French, they will practice speaking the language without really 
knowing it. Another way that she might try to get the students more interested in 
speaking is community involvement. The case study says that the school is 
located in an affluent urban area. Presumably in an area such as this there are 
some French resources in the community of which Ms. Rowley could take 
advantage. Even something as simple as taking the children to eat a French 
restaurant and asking them to order in French might allow the students to see the 
usefulness of the French language. 
Alice commented on the integration of experiential learning opportunities in the 
curriculum: 
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Seeing that these are older students who could probably participate in a field trip 
that wouldn't cost much money, Ms. Rowley could make a trip to the French 
Cultural Center a goal, if the students logged so many days of participating in 
class using the TL? 
In a pre-case decision paper, Beth also commented on experiential learning opportunities 
and integrating culture into the curriculum as a solution: 
The best way to allow the students to practice their oral language is to put them in 
situations where speaking is obligatory. I still think that going to a French 
restaurant, bakery or community center to interact with actual French people will 
be the best way to demonstrate both the usefulness of French and the need for 
learning it. Having conversation partners from the French immersion classrooms 
could also be beneficial for these students. 
In a post-case reflection paper, Alexi reflected on the use of authentic materials in foreign 
language curricular development: 
A second solution that I did not consider in my pre-case study was the fact that 
Beatrix Rowley would truly benefit from having an ample supply of authentic 
material. This authentic material could be in the form of a menu from a French 
restaurant, a cd from a famous singers in France or a cheese tasting from the 
different regions of France. French culture is so rich and exciting that I am sure it 
would not be too much trouble to find some enlightening material. 
In a post-case reflection paper, Beth reflected on how the case discussion reinforced the 
need to design standards-based lessons: 
The class discussion also reminded me of the importance of using the 5 C's in 
language teaching. The situation for Beatrix Rowley would be greatly improved 
by the incorporation of these five things. These standards exist to help to help 
students develop all aspects of language. 
Located Knowledge 
Data from the in-class case discussion point to evidence of participant located 
knowledge growth . Specifically, some participants appeared to learn about immersion 
language program model s: 
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Teacher: Okay, so far this is what we have. Let 's go back to the big picture 
analysis. What do we know about the school? 
Students: 
It's in an affluent community. 
And this school has an immersion program. 
Teacher: Can we say a few words about immersion programs? How do they 
differ from other programs where modem foreign language is taught? 
Student: The content instruction is actually in the target language. 
Teacher: Great so that's a good thing. Content-based instruction. Which is 
something we're going to be talking about in the second case today. What is 
content-based instruction? What did we learn about that? 
Students: 
It 's not about the language, it's about what you're studying. 
Umm, is it not about the language? 
Well it is but not directly. 
Teacher: Okay, so language is learned by-
Students: 
Osmosis. 
[laughter] 
Teacher: Is it by osmosis? 
Student: No, you could also be explicit about it. 
Teacher: Okay, so in a content-based program you can have explicit instruction 
while at the same time having that top down and bottom up, in an ideal immersion 
program. Do you remember those top down and bottom up models? Umm can 
you speak to me about that? 
Students: 
Top down is starting with the content and then like pulling out grammar points 
from the content. 
And bottom up is just the grammar and then applying the groundwork. 
Teacher: What are your impressions on immersion programs? Do they try to 
combine the two? 
Student: I don't know so I know of some people who have undergone this 
schooling and their speaking skills are perfect, they' re fluent in both languages, 
but their grammar in their writing in non-existent. They can utilize the grammar, 
but are not conscious of the linguistics rules they are applying. 
In a post-case reflection essay, Beth commented on her local knowledge growth of 
overarching contextual issues of limited exposure to the target language: 
It became clear to me after the case that Beatrice Rowley is faced with a common 
problem for many foreign language teachers. How do you motivate your students 
to speak in the language that you are teaching? Learning a foreign language in a 
hi gh school setting like this one is difficult because the students' only exposure to 
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the target language is in the classroom. This is quite different than ELLS who 
need to learn the language for survival. Without a French speaking community for 
the students to go into and practice the language seems impractical. There is no 
need for the students to speak the language because the students feel no 
connection to the language. Despite this obstacle, it is obvious why Ms. Rowley 
wants to get her fourth year French students interested in speaking French now, in 
order that they will continue taking French in the coming years. 
Praxis 
A number of participants indicated the case experience encouraged them to make 
certain changes in practice to certain aspects of their second/foreign language teaching. In 
a post-case reflection paper, Alice reported that the case discussion prompted her to 
implement think-pair-share activities and other previewing strategies in her field 
placement, which resulted in increased student participation. 
Overall, the class discussion of this case reminded me of strategies that I hadn't 
been using myself, notably think-pair-share and games. I've started using those in 
my placement and I can see differences in the way some of my students are more 
empowered and encouraged to participate. 
Elisa reported, in a post-case reflection paper, that she brought her French class to the 
language lab for the first time following this case discussion. She also stated that she tried 
new ways of helping students to connect to new material: 
This is a problem that can easily occur in my classroom. I confess that before this 
case, I had never taken my students to the language lab because of my lack of 
training. After our class discussion, I asked for tips and advice from my 
colleagues on how to use it. I brought my French class last Friday for the first 
time ever and it was less intimidating than I had imagined. The students really 
seemed to enjoy the authentic video I asked them to watch. I definitely plan to 
take advantage of the language lab from now on. Also, I thought a lot about ways 
to get students excited about new topics and have been looking for more 
supplementary work in the classroom. I have tried to introduce the textbook 
topics by making connections to pop culture and music. It is hard to introduce 
these and keep them in context with the textbook or whatever novel we are 
reading, but it is important to find some kind of connection so that my students 
90 
can make deeper connections, and so that they won't spend time puzzling over 
questions like "Why are we doing this?" and "What's the point?" 
In a post-case reflection paper, Suzette mentioned that she bought and used books on 
tape. In addition, she has included pre-listening activities in her lessons. Finally, she 
admitted that she is starting to examine her own rut: 
After our meeting, I decided to purchase some fairy tales on tape in order to kill 
several birds with one stone: expose the children to our literary heritage, give 
them listening comprehension practice, and help them with their reading. Also, 
this class discussion has reminded me that the students will need preparation 
(certainly in terms of vocabulary) before listening and given tasks to do while 
listening. I can' t just shove them in a comer with a book and CD player and hope 
for the best! I have been more careful in my planning so as to incorporate these 
lesson plan suggestions 
She noted a change in her mindset: 
I'm having to get out of my rut 
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Haejin 's Case: The Necessity of Balance and Variety 
The author points to a number of challenges that Ms. Y faces in her attempts to 
engage and meet the diverse learning needs of students in her secondary ESL class. 
Some of the issues that plague the class include: unequal group participation, student 
boredom with a teacher-centered read aloud activity and other tasks aimed at enhancing 
student L2 reading comprehension. It is also noted that these ESL students (who in this 
particular class speak Spanish, Portuguese, or Haitian Creole) generally do not seem to 
socially fit anywhere within the larger student population as they are not mainstreamed 
until junior year. Moreover, students' motivations seem to range from intrinsically 
driven to improve their English language skills for academic gain to a lack of 
appreciation for the need to master English at all. One activity that garners a positive 
reaction from Ms. Y's students involves reading and responding to selected newspaper 
articles at the start of class. Unfortunately, there is usually not enough time for this 
activity. 
Teacher Knowledge 
For the first research question about the aspects of teacher knowledge that case-
based pedagogy using student-generated cases facilitated, the data from the pre and post 
reflection papers and case discussion transcript indicate that the case experience led 
participants to reflect on and develop their language teacher knowledge bases. Some 
participants reported that the case experience had a direct influence on practice. 
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Content Knowledge/Bridging Gap between Theory and Practice 
Data from the case point to the development of teacher content knowledge as an 
emergent theme. In a post-case reflection paper, Suzette stated: 
During the discussion, language learning theories were brought up that I either 
hadn't heard about or had forgotten (i.e. differentiated instruction, zone of 
proximal development, prior knowledge). The real life case example made the 
implications of these theories very clear. I certainly want to acquaint (or 
reacquaint) myself with the literature. Updating my theoretical knowledge will, I 
hope, give rise to more practical ideas I can use in my teaching. I have bought a 
couple of the books used by my co-students last semester, so will now have to get 
reading. 
Susan reflected on her content knowledge growth in a post-case reflection paper: 
The discussion did not greatly influence my decision as I wrote it in the pre-
discussion paper. However, it did help to clarify what exactly was going on in the 
case study. I recognized all of the problems that we classified as symptoms, but I 
had trouble seeing how they fit together into three or four big root issues. The 
problems that I did not consider prior to the discussion were the root problems, 
such as lack of differentiated instruction (well, I noticed it, but not with the fancy 
words, and I felt [when I wrote the pre-discussion paper] that a good way to 
address it was by adding more newspaper activities, or other activities in which 
the students showed equal or greater interest), assimilation and integration issues, 
the students not taking ownership of their own learning, and the teacher being in a 
rut. It was a useful reminder of theories we studied last term and a helpful 
exercise to categorize the issues There was only one problem that I did not notice 
at all (even in symptoms), which was the time management problems. I probably 
just read the case too quickly, but it is also likely that I missed it because I did not 
see it as critical. 
Pedagogical Content Knowledge 
Some ofthe participants suggested that although they had an awareness of 
principles and theories of language teaching, this case experience deepened their 
knowledge by allowing them opportunities to connect it to a real-world educational 
scenano . 
A comparison of Beth 's pre- and post-case papers indicates that the case 
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experience shifted her understanding of the case entirely. Before the in-class discussion, 
she proposed that the challenges of the classroom could only be addressed if the school 
environment at the administrative level improved. In a pre-case decision paper, she 
explained 
The school environment is the biggest obstacle to teaching and learning in this 
case. Unless the administration improves its support and resources for the 
teachers, the issues will persist. Aside from teaching the best she can, there is 
little else that can be done to address the issues in this case. 
However, in a post-case reflection paper, Beth expressed how the case experience 
increased her understanding of the effectiveness of evidence-based instructional 
strategies in addressing the teaching and learning issues. She noted: 
After our class discussion I changed my mind on the most effective ways to deal 
with those challenges. At first I thought that the school environment was the most 
difficult and challenging thing about Ms. Year's situation. On closer inspection, 
the most effective means of improving her English literature class will be 
implementing new instructional strategies in the classroom. Teachers rarely 
examine their own teaching to make sure they are using up-to-date strategies. 
A noted shift is evident is Haejin's perspective on the role of instructional strategies in 
maintaining student motivation. First, in a pre-case decision paper, she pinpointed poor 
student attitudes and ill-preparation as the root issue: 
First of all, her students seem to need an attitude adjustment because they do not 
seem to care enough about school to come to on time and prepared. In addition, 
some of the students seem to refuse to do the work either because they are lazy or 
they are bored. 
However, in a post-case reflection paper, she documented the need for improved 
instructional strategies as the issue: 
The teacher seems to get annoyed easily, and she seems to give up easily on the 
students. To increase student motivation, she should try to be creative with her 
lesson plans, and she should try to incorporate different multiple intelligences so 
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all the students get a chance to demonstrate their strengths. Sometimes it is hard 
for the teacher to see the forest through the trees. It is easy to blame everything on 
lazy students, but teachers cannot be lazy in their routines. Instead of investing 
energy into reading the literature every day, maybe she should try incorporate the 
newspaper activity daily and connect it to the literature if she can. Since they 
respond to the newspaper activity well, she should also think of ways to perhaps 
respond in their journals their reactions to certain article or maybe to themes of 
the literature they are analyzing at the moment. It is also important to check up 
on their grammar skills once in a while so she can even use the newspaper article 
as a grammar exercise. It seems like she tries to incorporate all these different 
activities only when she has time, but if she uses a newspaper article as part of her 
lesson plan she can incorporate three activities with one newspaper article. This 
will not only save her time and energy, but she will also be able to incorporate an 
activity the students seem more attentive to. Also, the teacher cannot avoid 
opportunities for cooperative learning because if these students want to be 
mainstreamed they need to be comfortable interacting with their peers, and they 
need to be able to deal with conflicts they have because not everybody they work 
with will be simple. 
Assess learner needs and backgrounds. Data from the case indicate that 
participants thought deeply about the importance of knowing your (their?) learners and 
showing them you (they?) are invested. In a post-case reflection paper, Suzette stated: 
She cannot expect the students to cooperate with her if she does not show them 
first that she is invested. 
In a post-case reflection paper, Elisa noted: 
We also discussed the idea of dialogue journals, which would give the students 
the time to practice their English and be able to interact with their teacher without 
taking time out of the daily curriculum that Ms. Y might not always have to spare. 
The evidence from the case points to teacher developed awareness of the following 
pedagogical content knowledge themes: keeping high standards, holding students 
accountable and engaging students in meaningful, level-appropriate and challenging 
tasks. In a pre-case decision paper, Miguel stated: 
Further, simply because they may not have these abilities, does not mean that 
anything should be taken easy on them. They should be supplied with the same 
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types of responsibilities their fluent counterparts are given, and not forced to go 
through rather slow and uninspiring readings. While it is easy to say that they 
must simply be given the responsibility of doing a reading at home, it can be 
made more definite by supplying some sort of worksheet or exercise in order to 
ensure that students have gone through and done the work. As high school 
students, they certainly do not want to be placed in this situation of a nearly 
elementary level. Since they receive such little merit and worth, particularly in 
terms of their own intellectual material. 
Monitoring, follow-through, and group work. Some participants reflected on 
the themes of monitoring and follow-through as well as peer editing. In a post-case 
reflection paper, Amy remarked: 
I also hadn't considered the effectiveness of the KWL chart. I read that she used 
one and automatically thought that was good. However, after consideration I 
realized that unless it was constantly revisited and used as a tool instead of busy 
work, it really would not be effective. 
In a post-case reflection paper, Alexi stated: 
It is great that she uses collaborative group work for completing assignments, 
however, done improperly can be disastrous. Language teachers need to guide and 
monitor group work in order for it to be effective. 
In a pre-case decision paper, Beth reflected on cooperative learning tasks and active 
responsibility of learners. She stated: 
Also, the teacher cannot avoid opportunities for cooperative learning because if 
these students want to be mainstreamed they need to be comfm1able interacting 
with their peers, and they need to be able to deal with conflicts they have because 
not everybody they work with will be simple. She tends to avoid group projects, 
but group projects such as a jigsaw or fishbowl discussion is a perfect 
opportunities for students to become responsible for their own learning and teach 
their fellow peers. Sometimes students may learn better from their peers, which is 
necessary sometimes. 
She further documented how the case experience deepened her understanding of 
monitoring, guiding, and assessing group work in a post-case reflection paper: 
After discussing her methods with her mentor, he/she might also realize that her 
group work must have specific guidelines and a clear rubric for assessment. 
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Haejin stated: 
When a group project or any activity does not go well she needs to evaluate the 
activity and find out where the activity might have gone wrong. She should try to 
find ways to improve the activity so that the next class may have better luck with 
the activity. If necessary she needs to explain the group project thoroughly and 
explain the directions for an assignment three different ways so that every student 
understands fully what is going on. Sometimes the teacher may have to model for 
her students her expectations so that the students can visualize what is going on. 
Student-centered discussions. Alexi expressed how the case experience 
promoted her awareness of the impmiance of student-centered language classrooms. In a 
pre-case essay she stated: 
Ms. Y must change her discussion formats because her class participation is at an 
all time low. Most of the students do not participate and the students who do 
participate are the same ones day in day out. 
She further documented her pedagogical knowledge growth in a post-case paper: 
Her discussion format can prosper if she slowly backs away from the discussion 
and lets the students take full control. Having discussion formats of less teacher-
centeredness will encourage students to be more at ease and let the class know 
their own opinions. This reminds me that student motivation and language 
learning can be promoted by designing student-centered activities. 
Scaffolding, explicit instruction, and differentiation. Data from the case 
suggest that participants reflected on the importance of explicit instruction, scaffolding 
and differentiation. In a post-case reflection paper, Jaime stated: 
Carefully planned group configurations will differentiate the instruction, allowing 
more advanced readers to move at a comfortable, stimulating pace, and Ms. Y can 
devote some more one-on-one attention to students like Jason and Christian, two 
students in particular who could really benefit from that extra help. Further, the 
difficulties most of her students have working collaboratively demonstrates the 
fact that these students do not know how to work independently, a skill they must 
be taught explicitly. By gradually expecting more from them and supporting them 
through the process, students will learn autonomy. If the teacher gives them more 
responsibility, to take control of their own learning, they may find a purpose for 
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all of their work and experience an authentic and intrinsic sense of satisfaction 
instead of following orders and blindly completing tasks. 
In a post-case reflection paper, Beth wrote: 
In class, we suggested making students responsible for their learning, which I 
believe in an essential part of a good classroom, would be an important part of the 
solution in this classroom. I will remember this in my own lesson planning. 
In a post-case reflection paper, Elisa commented: 
I am thinking more about the idea of increasing motivation through incentives, 
differentiated instruction, and identification of students' intelligences. 
Miguel noted: 
wrote: 
It is no real wonder why the class lacks motivation, as there is no real reason to 
seek it. Simply put, even if students did not complete the reading tasks assigned to 
them, it would be the same general group that does not become engaged or pay 
attention at all in these uninspired public reading sessions. 
The case discussion held in class repeated many of my basic ideas and reaffirmed 
my opinion on strategies for addressing the situation which was reassuring. As a 
class we agreed she needed to work on student motivation, whether it be by 
adding incentives for the students or increasing her expectations and setting goals 
that her students can meet if they work hard. We also discussed varying her 
activities by giving them choices and differentiating instruction to allow students 
to use multiple intelligences. Finally, as a class we decided that Ms. Y needed to 
work on her time management skills, since she was wasting a lot of class time 
either letting students work for longer than she initially stated or by just seeming 
to give up and ended class ten minutes before the bell rings . 
Pacing. Pacing emerged as a theme in the data. In a pre-case decision paper, Elisa 
A final element of instruction that Ms. Y needs to think about, which I did not 
address after I first read the study, is time management. It is important for Ms. Y 
to provide time limits for students while they are doing in-class work. Students 
should be made accountable for the time limits while doing work. Implementing 
these limits will help students general feeling of responsibility toward their work 
in her class. 
Amy also reflected on pacing in a post-case reflection paper: 
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Time is everything. It is important to maintain students' interests while 
challenging them appropriately. Often times, language teachers let activities drag 
too long and we should be sticklers about time limits. This is one lesson I took 
from this case. 
Curricular Knowledge 
The data from the case point to participant developed awareness designing 
meaningful lesson plans that consider students' learning preferences and intelligences as 
well as theme-based, not grammatically-sequenced lessons. In a post-case reflection 
paper, Alice explained: 
Ms. Y must change her lessons in order for her students to retain the information 
and be motivated to learn. Her lessons are painfully unappealing to her students. 
The activities do not combine or cross multiple subjects. These lessons, instead, 
strictly teach the students one subject area, for example grammar. It is Ms. Y duty 
as a teacher to try and play to each of her students strengths when teaching a 
lesson. She fails miserably at this point and does not use any of Gardner's 8 
multiple intelligences for her and her student's benefit. 
Suzette commented on the need to reject the traditional, textbook-driven curriculum: 
The things I learned, and the things that were clarified in my mind after the case 
discussion are useful in my own classroom mainly as a reminder to myself of 
what kind of teacher I want to be. The easiest way to teach is simply to follow the 
text book and corresponding workbook activities. However, this is boring for 
both students and teacher. 
In a post-case reflection paper, Elisa stated: 
There were also several solutions we developed that I had not initially considered 
when writing up my pre-case reflection. The first thing is for Ms. Y to make the 
content relevant to her students. She does some work newspaper articles, but only 
certain subjects seemed to capture the students' interests. She needs to focus on 
finding articles and other related materials that are about topics that students can 
relate to . 
Participants reported on the importance of content-based language curricula that are 
relevant and meaningful. The use of realia was highlighted by many participants. Miguel 
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noted in a pre-case decision paper: 
Rather than hastily prescribing grammar assessments, outside of context and 
within a frame of neuroses and fear for the students, linguistic points should be 
emphasized via easily accessible material such as the Metro or any other material 
the students bring in. Perhaps, the act of discussing the newspaper might even 
evoke some realization in a student's mind that the same issues appear in another 
form of expression, which could be brought in and discussed for the same 
purposes. 
In a post-case reflection paper he further documented his curricular knowledge awareness 
of the imp011ance of content-based language instruction: 
What I take away from this discussion is that the point of learning a language is, 
in the end, to learn the ability of expressing one's self by means of a language 
foreign to the Ieamer. While they may be immersed in an English speaking 
society, this does not mean that they have all the tools necessary to perfectly 
express themselves, and exploring various theme-based, real-life curricular 
mediums will assist them. 
In a post-case reflection paper, Amy stated: 
After the case discussion, I realized that I also would add the idea of using the 
newspaper activity in a PACE lesson design. 
The following excerpt from the case discussion emphasized participant consideration of 
realia: 
Teacher: What other evidence-based curricular solutions did you think of? 
Students: I think this teacher needs to make the language come alive, you know, 
make itum, interesting for the kids by introducing real stuff they can connect to. 
Teacher: Ok. Excellent idea ... what do we call this real stuff in the literature? 
Sh1dents: Realia and uh authentic materials. 
Yes, that ' s right. Like restaurant menus, museum pamphlets, money, real teen 
magazines, and stuff like that. 
I try to bring content-connected real sh1ff, or realia, into my classroom all the 
time. The students love seeing learning in reality. 
In a post-case reflection paper, Jaime emphasized the importance of establishing clear 
learning objectives for lesson plans. Moreover, she emphasized the Zone of Proximal 
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Development (ZPD) (Vygotsky, 1978), and scaffolding writing activities: 
Writing is torture for so many students like the ones in her class because it's 
extremely difficult for them and they do not receive adequate support and 
instruction to improve. Restructuring her class time and re-examining her 
rationale behind lessons, assignments, and activities will make the class more 
productive and less exhausting (maybe), and the students' attitudes toward 
learning are likely to change when they have a clear understanding of why they 
are doing what they are doing at any given moment of the class. 
Participants also mulled over the curricular themes of the PACE model and differentiated 
planning. In a post-case discussion paper, Elisa stated: 
As a class, we decided that Ms. Y needed to work on her time management skills, 
since she was wasting a lot of class time either letting students work for longer 
than she initially stated or by just seeming to give up and ended class ten minutes 
before the bell rings. We talked about time management as an issue in our 
classroom and discussed useful strategies for addressing that issue. 
Beth remarked: 
The most important thing that Ms. Y can do to improve her teaching, which I did 
not stress when I first wrote about the case, is to change the format of instruction. 
She should begin to teach using the PACE model. Her grammar instruction is 
suffering and this model will improve how she teaches it and hopefully make the 
students more interested in learning. This means also that she will make content 
relevant to students' lives and take multiple intelligences into account when 
planning lessons by giving the students choice, providing variety and allowing the 
students to play games in the classroom. 
Culturally-responsive curricula design. The theme of culturally responsive 
curricula emerged in the data. In a post-case reflection paper, Alice expressed how the in-
class case discussion the school and class demographics furthe red her understanding of 
designing culturally-responsive curricula: 
It also helped to look at the demographics of the classroom in particular, and to 
contrast that to the demographics of the school and the demographics of the 
community where the school is located. It drove home the importance of 
designing a curriculum that considers the cultural backgrounds of the learners 
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In a post-case reflection paper, Amy mentioned: 
We have to find ways to weave in culture into the curriculum and design lessons 
that are sensitive to and celebratory of their cultural and linguistic diversity. 
The following case excerpt highlights this theme: 
Teacher: I agree that meaningful , relevant curricula is key. What else do we need 
to consider? What did this teacher fail to see in terms of design? 
Students: Going back to the analysis of the students, we see that they come from 
such a range of cultures. 
Teacher: What does that mean for our curriculum? How we capitalize on that? I 
mean, we have addressed the language piece, but what else? 
Students: We have to connect to students; culture in the classroom. 
In a post-case reflection paper, Alice expressed that this case experience shifted her 
thinking about curricular opportunities for building student-agency: 
I liked that it was pointed out that yes, teachers have responsibilities, but students 
should be held accountable for their own learning too. I need to remind myself of 
that, because I think I tend to be quick to place the blame and consequences on 
the teacher. Which is interesting, seeing that I am training to become a teacher 
myself: will I be doing my students a service if I don't expect them to take 
responsibility for what they are supposed to be learning in school? Am I realistic 
if I think that all problems come from a teacher or a school and that students most 
likely aren't contributing to a deplorable situation? 
Alice stated: 
An engaged student is one who becomes vested in his own learning, making him 
even more efficient than one who solely relies on the teacher to stimulate him. 
A number of participants indicated that the case experience deepened their understanding 
of effective assessment design: In a post-case reflection paper, Beth remarked: 
I also suggested that Ms. Y change her assessment format when I first read and 
discussed the case study. Ms. Y needs to create assessments that will truly show 
student progress and further their learning. Previously, I didn ' t have very many 
good ideas for how Ms. Y could do this. Her assessments could be changed to 
include: class participation, making student portfolios and giving assessments 
with varied fonnats. All are good ways for her to improve her assessments. 
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In a pre-case decision paper, Jaime expressed: 
The amount of anxiety grading and testing causes for these students is upsetting, 
but unfortunately it is a common occurrence in classrooms similar to hers. This 
teacher needs to examine the difference between evaluation and assessment, and 
ask herself if the obsessive grading is really worth inflicting such stress on her 
students. Why are grades so important? She seems to have lost sight of what 
learning really means and how it feels to have that "aha" moment. Such an effect 
is precluded by the routine of her class and the importance of completion. 
In a post-case reflection paper, Elisa wrote: 
Finally, the class decided that Ms. Y needs to come up with a better plan for 
assessment. She should develop assessments that are both formative and 
summative so that the students can be aware of their progress throughout the tenn, 
and it can be easily discerned where they might be having problems in the 
cuniculum and where they are excelling. 
Located Knowledge 
The data from the case suggest that participants gained specific local knowledge 
from the case. In a pre-case reflection paper, Jaime stated: 
The block scheduling is excellent because, while the students may have an 
equivalent amount of time in each class, it allows for longer duration all at once. 
This type of schedule facilitates more in-depth exploration of course content, 
more elaborate classroom activities and projects, and adequate time to sustain 
meaningful literacy exercises. More time is what every good teacher really wants, 
so the school ' s organization is ostensibly a great idea. 
In a post-case reflection paper, Jaime continued: 
After the case discussion, I am still very much interested in block scheduling 
models. However, I realize that in this model , it is ultimately up to the teachers to 
make the best use of the block classes. 
There was evidence of cross-grade local knowledge growth. In a post-case discussion 
paper, Suzette stated : 
Prior to the discussion I had not really thought about the specifics of what should 
be done in terms of lesson ideas. As I teach elementary students (this year mainly 
Kindergartners) individually or in pairs, I have to think outside the box (rut?) to 
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get my head around a high school class. Having the students be responsible for 
their learning in te1ms of writing class expectations, corning up with discussion 
topics, and doing assignments that are relevant to their experience are things I had 
not considered in detail. I imagine this is routine in high school teaching and now 
I am reflecting on ways to increase student responsibility with my Kindergartners. 
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Susan's Case: French Inaction 
In this case, the reader is introduced to a French level III teacher who does not 
understand the cause of the consistent lack of student participation during language lab 
video viewing activities of a French series. The teacher assumes that of the 8 students in 
the class, only 3 are motivated enough to successfully complete the listening tasks. 
However, a closer examination of the case reveals the critical pedagogical importance of 
activating prior knowledge, making connections to learners' lives, and integrating higher 
order thinking tasks when devising and implementing effective listening comprehension 
activities in a foreign language classroom. 
Teacher Knowledge 
For the first research question about the aspects of teacher knowledge that case-based 
pedagogy using student-generated cases facilitated, the data from the pre and post 
reflection papers and case discussion transcript indicate that the case experience led 
participants to a deep understanding of effective instructional strategies, or pedagogical 
content knowledge, local knowledge, and cunicular knowledge. There were also 
participant accounts of a direct impact of the case experience on their practice. 
Pedagogical Content Knowledge 
Data from the case indicate that participants increased their awareness about the 
following topics: even participation in language classrooms, teacher talk, monitoring 
student grammar development and instructing accordingly, encouraging oral proficiency, 
and instructional tips for using technology in the language classroom. 
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Even participation for language development. Providing learners with equal 
opportunities to hone their language skills emerged as a theme. Alice admitting to 
overlooking the importance of teachers encouraging equal pa1ticipation in the language 
classroom: 
My initial assessment of the problems was not complete, as I missed the unequal 
participation in the discussion sessions. In fact, I do not think that it is something 
that I (and a lot of language teachers) think about enough. All learners need to 
apply knowledge multiple times to acquire it and this teacher is not letting all 
students do that. 
In a pre-case decision paper, Miguel remarked on how the teacher in the case gave 
increased opportunities to the more proficient students: 
And in the event that some students have more language mastery than others, we 
need to remember to not always call on the same students! Finding a way to give 
incentives for participation was a great suggestion that I will tuck away and use in 
order to get the most shy or unsure students to participate. 
In a post-case reflection paper, Haejin reflected on specific instructional techniques she 
learned in the case discussion to ensure equal participation: 
In addition, since she seems to have an issue with class participation, she should 
think of a method such as picking names from a popsicle stick to make sure every 
student understands the grammar and vocabulary. During the video, the students 
can work on a KWL chart to organize the background information they are 
familiar with, the new information they learn from the video, and what 
information they plan to anticipate in the future. 
Monitoring teacher talk. The data from the case suggest that participants 
increased their awareness of the importance of monitoring teacher talk. In a post-case 
reflection paper, Alice reflected on the significance of the type and amount of teacher 
talk , including IRFIIRE. She described increased student-to-student interaction as a 
desired outcome and reason for focusing on teacher talk: 
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Personally, I currently need to remind myself of the IRF/IRE student-teacher 
interaction, as I find myself talking too much, probably to compensate for the 
language limitations of my students. 
In a post-case reflection paper, Miguel reflected: 
Language teachers should be conscious of their line of questioning with students 
to be sure that it is encouraging natural dialogue and not simple yes/no answers. 
Teacher monitoring of learner grammar needs. Some participants focused on 
the role of teacher monitoring of grammar development so that she can provide explicit 
instruction and provide opportunities for repeated, contextualized practice. In a post-case 
reflection paper, Haejin wrote: 
If the students do not fully understand a certain grammar point, the teacher should 
provide explicit instruction, and she should have students produce appropriate 
discourse to incorporate grammar points, especially since they lack oral practice. 
Similarly, in a pre-case decision paper, Miguel stated: 
It is obvious that teacher needs to teach the students the grammar of the video and 
according to their needs, which only she can assess in the classroom, provided 
repeated practice. 
In a post-case reflection paper, Jaime added: 
I think language teachers need to watch their students closely to see what kind and 
how much grammar review and practice is necessary. 
Pushed output. Pushed output and the integration of skills surfaced as a theme in 
the data. In a pre-case discussion paper, Beth emphasized increased and improved 
speaking opportunities: 
One major shortcoming of her class is the lack of speaking practice. When the 
students are responding to the video they are simply repeating vocabulary words 
or recasting what that they saw in the video. This type of memorization is an 
ineffective strategy for language learning in general , but it seems to be even more 
ineffective in Mme. Dumachin's classroom, because often she is unable to 
understand the vocabulary words that the students are trying to recreate from the 
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video. She needs to encourage pair, small group, and whole group discussions 
about the video to promote real speaking development. 
In a post-case reflection paper, Miguel concluded that the language teachers should 
design high interest, level appropriate activities to promote oral proficiency: 
Mme. Dumachin needs to revamp her instruction completely. Students who have 
difficulty with the concepts will be given more time and practice. She should 
bring in authentic materials, design activities which are motivating for students 
and allow more students to participate. Overall, all language teachers should 
differentiate instruction so that students have more opportunities to develop 
speaking at their levels and about topics of interest. 
Mai also emphasized the integration of speaking skills with listening tasks: 
Secondly, with many listening activities involved in classes, students also need to 
practice their output in the target language. 
In a post-case discussion, Susan noted: 
She should design lessons that will cater to multiple intelligences and allow the 
students more chances for output. The idea of digital portfolio, provide pre-
listening activity before watching the "French in Action" video, and planning a 
French play would provide opportunities for students to practice the language. 
Mai mentioned, in a post-case discussion, that the teacher needs to incorporate more 
active oral activities where the students use the language in meaningful way: 
While students in Mme Dumachin's class appeared to be very passive, language 
learning class need to incorporate activeness in terms of producing the language. 
Teaching with technology. The data from the case suggest that participants 
increased their awareness of strategies for teaching with technology. In a pre-case 
discussion paper, Mai warned against an overreliance on video during class time. In 
essence, she felt that technology cannot serve as a substitute for a teacher. She wrote: 
However, solely relying on technology to do the work of teaching students is not 
just or fair. A video cannot substitute a teacher. A video cannot talk back to 
students, cannot answer questions or ask questions. Technology in general should 
be used in the classroom to either review, reinforce and introduce a topic or 
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lesson. One should not rely on technology to do all the teaching. The forty minute 
video segments are way too long. The teacher needs to spend more time in the 
classroom and less time having her students watching a video. 
Alexi emphasized the technique of pausing to check for comprehension or to review key 
words: 
The class and I agreed that she needs to pause the video every so often to check 
for comprehension and to go over vocabulary. 
In a pre-case reflection paper, Miguel echoed these previous statements: 
Throughout the video the teacher should have the remote control in hand and stop 
the video to make sure everyone is following along and is comprehending the 
story, vocabulary and grammar concepts. The teacher should also pause the video 
for a longer period of time when a vocabulary word comes up on the screen to 
make sure that the students have spelled the word correctly on their papers. 
Beth also reflected on the importance of establishing a purpose for watching videos and 
giving students tasks to complete while watching to monitor progress. In addition, she 
considered judicious use of videos: 
The students were always presented with a video and while watching this video 
they are asked to do nothing except take notes. The use of video in the classroom 
can be very helpful at times, but engaging language instruction requires a 
diversity of techniques, not simply the repetition of one thing over and over again. 
Also using video in a classroom is good, but the students should be given specific 
instructions about a task that they must complete related to the video to make sure 
that they are on-task and understanding the video's content. Video instruction in 
this setting could be beneficial perhaps once a month, while using the rest of the 
instructional time for other activities. Or, she could choose shorter, more 
manageable clips for increased listening comprehension. 
In a pre-case decision paper, Haejin added about the impmiance of pacing with videos for 
optimal listening comprehension experiences: 
Students are responsible for taking down notes from the video, but they are not 
given enough time to follow the video and take notes at the same time because the 
speakers in the video speak rapidly. 
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Curricular Knowledge 
The evidence from the case experience suggests that participants developed their 
cuiTicular knowledge of a range of topics. 
Technology and language lesson planning. Data from the case indicate that 
participants developed an understanding of successful language lesson designs that 
integrate technology. In a pre-case decision paper, Amy stressed the importance of 
planning explicit and engaging learning objectives when using technology: 
Using technology in the classroom can be engaging or it can be a time for the 
students to tune out and not learn. There needs to be clear objectives for the 
students that are discussed beforehand. 
Alice explained that it is a waste when teachers underutilize resources and emphasized 
the culTicular design requirement of establishing a purpose for learning: 
There is so much that a language teacher can do when given access to certain 
resources, and it's too bad that all Mme. Dumachin does with her French II class 
is have them watch a video with no seemingly clear purpose. 
In a pre-case discussion, Amy expressed increased understanding of the need for varied 
materials and the inclusion ofthematically related, authentic materials: 
I will also recommend that she varies her videos to show something different 
from French In Action. Maybe an actual French movie, or some tapes to listen to, 
etc. but the most impmiant recommendation I would say is that is that Mme. 
Dumachin needs to be specific and deliberate with what she is teaching: thematic 
units usually work great in providing a theme and connections to different 
activities, some of which the lab will be great for and others she will successfully 
do in the regular classroom. 
Listening comprehension: activating prior lmowledge. The theme of designing 
lessons that activate prior knowledge emerged in the data. In a post-case reflection paper, 
Alexi reported that the case experienced enhanced her knowledge of specific activating 
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prior knowledge curriculum foci: 
When I wrote about the preview in my case study, I did not get into specifics of 
what the teacher should be previewing. I think previewing often becomes a buzz 
word and teachers do not think enough about the types of previewing that matters. 
During the discussion we said that Mme. Dumachin could explicitly teach the 
grammar lesson before the students watch the movie. This would in tum create a 
review for the students. It would reinforce what they have just been learning 
about. She should also be previewing the content in detail and the vocabulary 
words. 
In a pre-case decision paper, Amy considered the creation of a previewing guide for 
vocabulary, pronunciation, and content as well as including expansion activities: 
One improvement that the teacher could make is creating a previewing guide. If 
the students are having trouble keeping up with the vocabulary, preview the 
vocabulary. Preview the pronunciation and grammar points that they're going to 
see in the video segment. Activate background knowledge by having a discussion 
or brainstorming session the day and assign a homework that could help them 
understand before so that students have time to digest the information. 
Elisa summarized the class discussion of pre-viewing exercises designed to acclimate 
students to the new topic: 
The class decided that the teacher needs to contextualize the lab work and create 
some pre-lab exercises that would make the students comfortable with the new 
material. . 
Alice also reflected prev1ewmg vocabulary and assessing learner backgrounds before 
viewing a video clip: 
The activities the teacher has the students do while watching the video (take notes 
on what happened in the video as well as vocabulary words) are not the best 
watching/listening activities. We do not see anywhere that Mme. Dumachin has 
previewed her video with her class, or actually gone over vocabulary that the 
students might need in order to watch the video. This is a big high school (1800 
students), and just a handful of those sign up for French classes. It is not 
surprising if the rest of Mme. Dumachin ' s teaching strategies are the way she 
' teaches ' her video clips. My recommendations for Mme. Dumachin are to 
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preview her materials, access her students' background knowledge on whatever 
the topic of her video is. 
Haejin considered the importance of activating background knowledge in order to 
promote post-viewing discussions. 
In order for students to be more active in the discussion of the video, Mme. 
Dumachin should build the student's background knowledge before they watch 
the video. Perhaps the students can take a quiz on the grammar topic, or perhaps 
they can be given the vocabulary list beforehand so that when they actually watch 
the video, they will not have to scramble to figure out the definition according to 
the context of the video. 
Listening comprehension: post-viewing activities. Many participants discussed 
ways to extend learning and application after video viewing. In a post-case reflection 
paper, Alexi remarked: 
What I loved about this post case study discussion was all the good ideas we came 
up with on account of what to do after watching the video. The BU students came 
up with authentic and creative lessons for a post video activity. For example, one 
could dub the video and have students create their own script. They could act out 
different scenes. They could also create their own ending to the story of the video. 
Miguel also wrote: 
I was reminded that after viewing videos, teachers need to provide students with 
activities that extend their knowledge. 
Planning effective discussions in language classrooms: The theme of carefully 
crafting discussion questions and activities emerged in the data. In a post-case reflection 
paper, Alice admitted that she learned that in order to encourage participation, language 
teachers need to plan for differentiated questions according to learner readiness and 
interest levels. 
Also , our discussion of the case in class reminded me that discussion 
questions that fail to produce language or equal participation of students 
are not good questions. 
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In a post-case reflection paper, Haejin remarked: 
Once it is time to discuss the video, the students should be given open-ended 
questions or questions that have personal questions so that the students are more 
interested or motivated to participate orally in the classroom. 
Alexi also focused on developing open-ended, critical questions and drawing connections 
to students' lives in order to help them to develop oral fluency . In a post-case reflection 
paper, she wrote: 
During the classroom discussion we also talked about how imp011ant it is to create 
open ended questions and relevant questions. If a teacher creates open ended and 
relevant questions instead of yes/no and totally factual based questions, then the 
students have no incentive to participate in the discussion. When the questions are 
relevant to their lives, they will have more to say and will be able to answer the 
question in more detail rather than a quick factual answer or a yes/no answer. This 
in tum, helps them improve their oral fluency. 
Key components of highly effective language curricula .. The theme of an 
optimum curriculum that addresses the needs of the students was discussed. Amy 
reflected on the exemplary features of the curriculum design. She emphasized a theme-
based, high interest, age appropriate curriculum: 
The features of the program are helpful. The story is cohesive and based on a 
theme. Also, the theme is engaging for the age group; teenagers are interested in 
transportation. The vocabulary is reinforced through the subtitles and repetition. 
In a pre-case decision paper, Beth thought about the use of games and other activities that 
bring culture alive for students. 
The ideas in these videos are good: to incorporate French culture into the lessons, 
but Mme. Dumachin should do this in more interesting ways. She needs to bring 
culture alive for the students. She could design games, or interactive activities 
that require the students to speak to improve her instructional time. 
In a pre-case decision paper, Elisa expressed that the teacher should try to engage 
learners into the content, language and culture through fun plans : 
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Most imp011antly, the teacher should try to make the class lessons more fun so 
that the students will be interested in continuing to study the French language. 
Elisa reflected on the class discussion about theme-based, contextualized lesson plans: 
We determined that the problem lies in the lack of good planning being done by 
the teacher. She gives her students dry, context-less worksheets to fill out while 
they watch a short clip in the lab. They are given no work to introduce new 
vocabulary or concepts, and the work done in the lab seems to have no relation to 
the work being done in the classroom. 
Susan also thought that the curriculum should be designed in such as way so as to have 
students analyze the purpose of foreign language instruction: 
The students are in the classroom as they have to take a language to graduate from 
high school. Why did they choose French? Because they really want to learn it? 
Because of the teacher? Because their friends do it? Because most people do 
Spanish? What do they want/expect to get out of it? 
In a pre-case decision paper, Haejin added that visual aids would serve to support 
listening comprehension: 
Visual aids will also further understand the vocabulary they will be encountering 
in the video. When students are given some background information before they 
begin watching the video, they will not be scrambling to take notes on everything 
they do not understand, but they could just focus on the main ideas. 
Located Knowledge 
The data suggests that participants enhanced their located knowledge of language labs, 
whole group learning environments, and the complexities of MFL and ESL contexts. In a 
pre-case decision paper, Alice expressed her increased awareness teaching in schools 
with language labs: 
This is a language class that has a great resource, a language lab, and yet, it is not 
used to the fullest of its capacities. 1 have never worked in a school with a 
language lab, but through today's discussion, I learned more about the capacities, 
designs, and programs that can be used. This should be helpful in the future. 
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In a post-case reflection paper, Suzette wrote: 
We also do not have a language lab at the elementary level (the high school does 
and the high school ELL teacher is able to use it), so it was good to think of ways 
one could use it if one had it. 
In a pre-case decision paper, Amy commented on the idyllic language laboratory that 
should be utilized well: 
The language lab program seems like it is highly conducive to learning, but there 
are not enough teachers who use them well or at all. 
Mai also took note on the use of the language lab as an underused resource in schools: 
Especially that the school seem to be famous for having a well-equipped language 
lab, teachers should take advantage ofthe facility. It is a great way to practice 
their output, and not focus too much on input. I guess it is sad that it is 
underused; it seems like schools with these resources should train their teachers. I 
feel like this discussion gave me great ideas on how to use it. 
Bella concluded in her post-case reflection paper: 
I have never taught in a school with a language lab, but now I feel like I have 
somewhat of a foundation in case I do. 
Suzette also expressed that she regained a lost perspective on what it is like teaching in 
whole group settings. She stated how useful it has been for her, as a pull-out teacher, to 
be reminded of the whole class context: 
It ' s also been a long time since I had a class of students, and it's good to be 
reminded of classroom management issues with big classes, such as not always 
asking the same few students, etc. 
Beth confessed to an increased understanding of global complexities and challenges 
across ESL and MFL contexts in her pre-case decision paper: 
It is becoming increasingly obvious as we go through more and more cases that 
there are many situations that are extremely difficult, or nearly impossible to 
solve, in settings involving ESL or foreign language instruction . It is good to 
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know that the general learning and teaching atmosphere in any given foreign 
language or ESL classroom has complex challenges 
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Critical Incident Reports and Interviews 
The findings from the critical incident reports point to the development of participant 
teacher knowledge. In addition, participants described the impact the case experience had 
on their practical decisions in their respective field settings. 
Teacher Knowledge 
Data from the case indicate that participants reflected on and developed content 
knowledge, pedagogical content knowledge, and located knowledge. 
Content Knowledge 
Data from the critical incident reports and participant interviews suggest that participants 
increased their knowledge of language learning and teaching theories and principles. In 
her critical incident report, Jaime admitted: 
While contemplating solutions to the problems, I had more than one "Aha" 
moments, or times when I though, "Oh yeah, I forgot about that!" Usually, these 
moments were triggered by something I had learned last semester during my 
methods class that had been buried in my memory. In different cases, I increased 
my practical understanding ofVygotsky ZPD, Gardner multiple intelligences, 
SlOP, and Krashen and Swain. It was always a good feeling when that happened, 
and it was even better to have that circling in my consciousness during the school 
day. 
Susan also expressed her content knowledge developed from the case discussion in an 
interview: 
Overall , the greatest use the case-based method had for me was to think more 
about pedagogical techniques and theories learned in TL 511 and my other SED 
courses, reinforcing that learning. I thought a lot about Krashen and assessment 
and listening comprehension strategies. It was more of an intellectual process. 
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Pedagogical Content Knowledge 
The data from the case suggest that participants developed their pedagogical content 
knowledge. In her critical incident report, Alice admitted that the case study expanded 
her repertoire of effective language teaching strategies: 
The positive outcomes I particularly gained from the cases specifically pertain to 
the solutions and options we successfully devised during our discussions. There 
are so many great and effective strategies that teachers can use and yet, I found 
myself under-using certain practices, not on purpose, but rather just because I had 
forgotten about them. I am notably thinking ofthe strategy of "think-pair-share." 
Know your learners . One of the pedagogical lessons that many participants 
noted growth in is the identification oflanguage learners' comprehensive needs. In a 
critical incident report, Mai wrote described her increased understanding of learners ' 
emotional needs. She outlined connections to her practicum experience: 
One of which that is worth mentioning is that it is important to not only 
understand students ' individual language needs, but also to be aware of their 
emotional needs. There are various factors that contribute students ' learning 
including motivation, literacy support at home, socioeconomic status, and home 
environment. As an ESL teacher for elementary school children, it is important to 
understand students' emotional status everyday, since their home environment can 
affect greatly on their learning . . . In terms of understanding students' emotional 
needs, I witnessed a situation where one student did not have enough sleep 
because of a one-month-old baby sister crying throughout the night. She has 
never been in a bad mood, but that day, she did not have energy at all , and being 
grumpy throughout the day. Another situation is where a student did not have a 
stable family relationship at home. He was in a behavioral intervention classroom 
the year before, and this classroom was his last resort. He was sent to the 
principal ' s office few times, and even his parents were called to school to talk to 
the principal. A week before vacation, he started to misbehave worse than usual. 
He was constantly walking around during lessons, bothering others during reading 
time, and constantly shouting out answers . However, at that time, I did not realize 
that while all his other classmates were excited about vacation, it was not exciting 
for him. He preferred structured daily schedule, and he loved school. He would 
rather not be home where he lived with his father ' s second wife, and with two 
little stepbrothers. As you can see in these two students, emotional factors do 
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affect on students' learning each day, and a classroom teacher needs to know what 
their home situations are by closely communicating with them. 
Haejin noted that the case discussions taught her about the multiple purposes that 
dialogue journals serve: 
I have learned that dialogue journals are the best way to communicate with your 
students because this activity gives students a chance to write what is on their 
mind, and this daily routine can possibly reduce the chaos before students come in 
to begin class at the secondary level. 
Classroom management. In her critical incident report, Alexi wrote about her 
developed understanding of rule types and consistency: 
I will always remember (Beth's) case study and Friday's discussion concerning her 
case study. As teachers, we are always reinforcing classroom rules to our 
students. We are constantly making up new rules, giving rewards for following 
rules and giving some form of punishment for those who disobey the rules. This 
case study made me realize that a teacher must think long and hard about each 
rule she/he decides to reinforce. The teacher should really make sure that the rule 
is always benefiting the students learning. 
In an interview, Amy stated that she benefited from the discussion about authentic 
assessment, scaffolding, and word walls: 
We were also able to discuss important issues such as authentic assessment and 
scaffolding. Some wonderful examples such as (Beth's) word wall were given 
and it was inspiring to hear the ideas of others. 
Miguel thought deeply about contextualized and varied grammar and vocabulary 
instruction: 
How precisely one could make the task of tackling some miniscule grammar point 
or vocabulary set into something more than just repeated orations or sessions of 
copy and forget was a constant consideration. The idea of allowing instruction to 
become bland or disinteresting in any span of time became a worry and 
motivation to look for new ideas and new modes of instruction. 
Mai expressed her heightened awareness of the need to differentiate instruction according 
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to students' learning styles: 
I have learned that I need to take account the diversity of the students, which will 
lead me to investigate the cultural background and learning styles of my students. 
Once I have noted the different learning styles in the classroom, I can begin to 
incorporate different multiple intelligences into my lesson plans, which will aid 
my students to develop higher order thinking skills in order to progress in their 
language development and to reach the goals. I have learned through the case 
study experience, that some teachers tend to neglect the fact that their students 
approach learning language in a variety of ways, and they group their English 
language learners as the same level. However, it has become very clear to me 
through my own student teaching experience that whether the directions of an 
assignment or activity need to be simplified, or the expectations of an assignment 
need to be modeled or visualized, students need to be given options. Otherwise, 
students will not be motivated or interested in the material they are studying 
unless they completely understand it. 
In an interview, Beth connected the positive reinforcement discussions in reflections on 
her own teaching experience: 
One of the major problems in that case was with the problem student Abdul. In 
my situation, I , well, I have several students whose behavioral issues make 
instruction difficult. The ideas we discussed related to this case about classroom 
management helped me in my own classroom. One of the most effective 
strategies we brought up deal with classroom management issues is the idea of 
positive reinforcement. It seemed with Abdul and is the case in my own room 
that the students respond to positive reinforcement with more positive behavior. 
Therefore it is extremely impmiant and effective to use this method when dealing 
with classroom management issues. 
Curricular Knowledge 
The data from the critical incident reports and interviews suggest that this case method 
experience enhanced their curricular knowledge. In her critical incident report, Alice 
noted that she was reminded in the cases of the necessity for meaningful and engaging 
lessons : 
A lot of the cases touched on the necessity for the classroom teacher to design 
meaningful integrated lessons. 
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Jaime discussed her heightened awareness of pre-lesson warm-up activities that engage 
language learners. She noted that she intends to start an archive of warm-up activities : 
In the Oxford case, we also talked about wasted class time and the importance of 
getting the students ' attention at the beginning of class with a five-minute warm-
up activity or a provocative question or picture. To be honest, I was not able to 
integrate this into my own classroom. I had some good ideas, but I was just too 
overwhelmed; I had too much to do and I didn't know exactly how to present this 
new routine to students. In the future, I will build an archive of and utilize a wide 
array of warm-ups because I think it is very important to engage students and it 
has the potential to create a classroom in which the students know when the 
teacher is doing a fun activity and when hard work is necessary. Having a lot of 
great activities with which to start class is a great way to have variety within an 
established routine. 
In her critical incident report, Haejin expressed her curricular knowledge growth in the 
areas of interdisciplinary and engaging unit designs: 
If there are historical implications, the teacher can try to incorporate an 
interdisciplinary lesson into the unit, which will allow the teacher to expose 
language learning in different and meaningful contexts. Hopefully, when the 
teachers are trying to have a discussion about the literature, the students will have 
gathered some interesting input. As long as the teacher guides the direction of the 
discussion into the 1ight direction, which means the teacher will bring up 
significant and relevant topics, then the students will hopefully have something to 
contribute. In the end, students need to be constantly given opportunities to 
express their ideas and to express themselves either orally or through written 
speech. Teachers need to foster an environment where students feel comfortable 
enough to make mistakes in front of their peers, and the teacher needs to 
command respect from the students. 
Located Knowledge 
The data from the critical incident reports and interviews suggest that this case method 
experience enhanced participants' located knowledge. Amy explained how the case 
experience broadened her awareness of cross-grade settings in both forei gn language and 
ESL classrooms. She also reported exposure to exemplary and poor teachers: 
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I am fond of the ideas of the case studies because I felt they widened my 
experience. I was be able to hear and read about what it is like in elementary 
schools and high schools, foreign language classrooms and ESL classrooms, great 
teachers and terrible teachers. 
Elisa also noted in her critical incident report that the case experience increased her 
knowledge of a range of foreign language and ESL teaching contexts: 
Overall, the case based pedagogy gave me a broader understanding of the many 
different types of issues and conflicts that may arise in both ESL and modem 
foreign language education. 
In his critical incident report, Miguel noted his increased awareness of the structures and 
dynamics of schools: 
Reflections made upon the nature of how precisely a teacher effects the different 
aspects of a school, as well, have helped in my construction of my own persona as 
an educator as well. Repeatedly, I would find myself thinking about how precisely 
the different members of the faculty or staff interact, and how precisely their 
social web fits together. Often, we can go about our lives producing all sorts of 
negative and positive effects, without really realizing it at any point. For better, 
certainly, I am now much more aware ofthis dynamic in the confines of a school 
than ever before. 
In her critical incident report, Alice highlighted her increased awareness of the reality of 
violence in urban communities surrounding schools: 
The only moment that made me soberly think about this field is when we read the 
cases where violence is predominant, with students being robbed in daylight near 
their school. This is the lot of quite some urban schools throughout the US, and it 
was very good to be reminded of that as I am applying for jobs and might find 
myself working in one of those setting. 
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Summary of Findings 
Beatrice Rowley 
The Beatrice Rowley case experience impacted pmiicipants' development of 
teacher knowledge and in some cases, participants ' practical decisions. In terms of 
teacher knowledge, some participants expanded their content knowledge of 
sociolinguistics (creoles vs. standard languages), Krashen's i+l and comprehensible 
input, Swain and Long's theories of pushed output and negotiation of meaning. 
A few participants noted that they developed their understanding of standards-based 
language instruction, the SC's , and Ellis' analytical framework. With respect to 
pedagogical content knowledge, participants reported learning more about how to 
identify learners' linguistic and cultural backgrounds and make instructional connections. 
They also expressed that they learned about ways to integrate the culture of the students 
into class activities as well as strategies for establishing a nurturing environment. Many 
participants indicated that they broadened their knowledge of strategies for promoting 
oral language development and increased their awareness of IRF vs. IRE teacher talk in 
the language classroom. With regard to curricular knowledge, participants noted an 
increase in their awareness of the use of supplementary materials in the language 
classroom, the centrality of selecting relevant and meaningful content, and the curricular 
integration of culture (including students' cultures) in the curriculum. Moreover, 
participants reported an increased awareness of experiential language learning, authentic 
language learning, and the design of standards-based curricula. With reference to located 
knowledge, participants also stated that learned about language immersion models as 
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well as the issue of limited target language exposure for foreign language students vs. 
ELLs .. Finally, in terms of praxis, participants reported that they incorporated classroom 
management strategies they learned from the case in their field settings. Such strategies 
include: positive reinforcement techniques, assessment and heightened their awareness of 
students' cultural backgrounds, and engaging with parents. A few participants 
incorporated dialogue journals into their lessons. Many participants reported creating 
more engaging and relevant lessons to increase learner motivation. Unfortunately, the 
author of the case, Elisa, expressed that she did not feel her question about strategies for 
promoting oral development was answered. She questioned the class' s emphasis on 
students' cultural backgrounds and felt, overall, that the case was not helpful. 
French InAction 
Data from the French Inaction case point to development of participant pedagogical 
knowledge, and curricular knowledge. Evidence from the case also suggests that it 
promoted participant praxis. With regard to pedagogical content knowledge, 
participants reported increased awareness of the following : the promotion of integrated 
skills, the importance of assessing student grammar-learning needs, the role of pushed 
output activities to encourage oral language development, the need for activities that 
promote the development of integrated skills. In addition, participants reported learning 
strategies for teaching with technology while promoting listening comprehension (i.e. 
pausing to check for listening comprehension and establishing a purpose for listening). 
Moreover, participants highlighted their developed awareness of monitoring teacher talk, 
providing multiple opportunities for learning concepts, and achieving equal learner 
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participation. With regard to curricular knowledge, the data from this case indicated that 
participants enhanced their awareness of the incorporation of varied, authentic materials 
as well as technological connections. Participants also reported their heightened 
awareness of effective listening comprehension curricula as those that include previewing 
and postviewing tasks, authentic listening tasks, and vocabulary, grammar, and content 
objectives. Planning effective and successful discussion in the foreign language as well as 
highlights ofhighly effective foreign language curricula (e.g. theme-based, high interest, 
age appropriate, visuals, and clear purpose) emerged as areas of participant curricular 
knowledge growth. 
For located knowledge, participants expressed an increased awareness of 
language lab settings, whole group vs. pull-put contexts, as well as a comparison of the 
complexities ofESL and MFL classroom. With regard to praxis, there were reported 
participant accounts of the inclusion of pre-viewing tasks in listening comprehension 
lessons as well as the use of the language lab. In addition, one participant expressed that 
the case encouraged her to get out of her own rut and purchase books on tape as a means 
to motivate students and encourage listening comprehension. 
The Necessity of Balance and Variety 
The data from the Necessity of Balance and Variety case experience indicate that it was 
an opportunity for pat1icipants to reflect and build on existing teacher knowledge as well 
as to develop new knowledge. In addition, there is some evidence that indicated that the 
case experience impacted participant praxis. In terms of content knowledge, participants 
reported a development and expansion of their understanding of core theoretical concepts 
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and linked this knowledge to practice. Content knowledge topics included Zone of 
Proximal Development and Scaffolded Instruction, Differentiation of Instruction, 
Authentic Cunicula and Assessments. In terms of pedagogical content knowledge, 
participants reported reflections and awareness of instructional techniques connected to 
underlying theoretical concepts. Such techniques and approaches include: dialogue 
journals and varied cooperative learning tasks. Participants also reported awareness of the 
role of teacher modeling of new concepts, pacing, and establishing a positive learning 
environment. With regard to curricular knowledge, evidence from the case suggests that 
it impacted participants ' awareness and expanded understanding of evidence-based 
cunicula design principles and approaches. Topics participants reported developing or 
increasing their cunicular knowledge of via this case experience include: the PACE 
Model of grammar instruction, guided inquiry, planning differentiated cuniculum and 
designing varied assessments. 
In terms of praxis, evidence suggests that this case experience had a direct impact 
on certain instructional and cunicular changes for some participants. Such modifications 
include: reconsideration of pacing, attempts at differentiating instruction, and designing 
relevant and meaningful cunicula. 
Critical Incident Reports and Interviews 
Overall , the participants felt that the case-based pedagogy using student-generated cases 
experience in these cases provided them with rich opportunities to reflect on new and 
existing teacher knowledge. Many of the cases provided participants with opp011unities to 
link theory to practice, increase their understanding of evidence-based curriculum design, 
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instruction, and assessment. Moreover, the data from this study indicate that the case 
study experience using student-generated cases influenced some participants to make 
instructional, curricular, and other related modifications in their student teaching practica. 
Discussion 
After reviewing data from the pre and post case essays and in-class transcripts 
from the 3 cases and critical incident reports and interviews, various common factors 
were found that may have led to participant reflection on and development of teacher 
knowledge: relevance, immediacy, and accessibility oftopic; connections to participant 
prior knowledge; and teacher backgrounds (including dispositions, experience, and depth 
of knowledge). 
Participant teacher knowledge was shaped in these cases most likely because of 
the universally high interest topics they presented were embedded in the issues faced by 
participants in their everyday work. More specifically, the three case experiences 
highlighted encompassed opportunities for participants to make immediate connections to 
issues they faced during ongoing student teaching school experiences. The topics 
presented offered participants the opportunity to make practical connections to theoretical 
knowledge and evidence-based principles and practices learned during the fall 
prepracticum/methods course combination. The development of pedagogical content 
knowledge seems to be influenced by factors related to the participant's background and 
by the context in which he or she works. 
The case topics highlighted instructional, curricular, and assessment issues that 
were relevant to all participants, regardless of context. The topics written about in the 
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cases connected to topics studied in fall methods course so students were equipped with 
knowledge and skills to solve dilemmas. Such issues included: strategies for promoting 
oral language development, strategies for teaching heritage learners, strategies for 
promoting listening skills, developing standards-based, engaging, and contextualized 
lessons. 
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CHAPTERS: 
SHAPING LANGUAGE TEACHER THINKING AND IMPACTING PRAXIS VIA 
CASE-BASED PEDAGOGY USING STUDENT-GENERATED CASES 
For the second research question about the aspects of teacher thinking that case-
based pedagogy using student-generated cases facilitated, the data from three cases: 
Oxford High, Pondview High, and Are they Ready for Middle School point to participant 
development of language teaching beliefs, dispositions, problem solving orientations, 
and reflective practice. For the third research question, data from the study also suggests 
that these three case experiences directly influenced the development of participant 
praxis. 
In this study, teaching beliefs refers to the unconscious set of unexamined principles and 
values about language teaching and learning. Dispositions have been described as the 
personality, attitudes, values, or beliefs of effective educators. The National Council for 
Accreditation in Teacher Education (NCA TE) Online Glossary has the following 
definition : "The values, commitments, and professional ethics that influence behaviors 
toward students, families , colleagues, and communities and affect student learning, 
motivation and development as well as the educator' s own professional growth". 
According the Schon (1983), reflective practice is the capacity to reflect on action so as 
to engage in a process of continuous learning" is "one of the defining characteristics of 
professional practice." Finally, in this study, problem solving orientations refers to 
deliberate and systematic approaches to gaining deeper insights into and solving 
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challenging situations. 
The following section presents the teacher thinking results from the three case 
experiences, followed by a summary of the teacher thinking results from critical incident 
reports and participant interviews. 
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Ashley's Case: Oxford High 
The case details the perceived classroom management struggles that a Spanish 
teacher faces in her level 2, mixed ability, college preparatory class. A deep analysis 
reveals the classroom management issues stem from the following factors: the foreign 
language teacher's negative perceptions of and low standards for non-honors foreign 
language classes, the teacher's challenges in understanding and implementing 
differentiated instructional strategies in mixed proficiency level classes, and the teacher's 
curricular overreliance on outmoded textbooks and lack of inclusion of supplementary 
materials. 
Teacher Thinking 
For the second research question about teacher thinking facilitated via case-based 
pedagogy using student-generated cases, the data from the pre and post reflection papers 
and case discussion transcript indicate that the case developed teacher thinking about 
multidimensional topics related to second language teaching and learning. Some 
participants reported that this case experience resulted in a direct influence on practice in 
the practicum field settings. 
Beliefs 
The data from the case suggest that participants reflected on and developed their beliefs. 
High standards for ALL, not some. Data from the pre-and post-case papers 
indicate that many students thought deeply about inequitable education as manifested in 
the tracking system and its division across economic lines and teacher standards. 
In a pre-case decision paper, Amy reflected: 
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When schools track, students sometimes become stereotyped so that they fit 
within these tracks. Once a student is put on the honors or college prep track, 
there is little chance for them to move off of these tracks. In addition to being 
stuck, the teachers don't want to teach the lower levels or tracks and the students 
know this. It seems that the students on the college prep track are the lower 
socioeconomic status students who do not come from the highly motivated, 
intellectual background from which the honors track students come. These 
students come to class unmotivated and then are taught by teachers who are 
unmotivated, who have already given up on them because they aren't on the right 
track. 
Alice critically reflected on the preponderance of teachers who have low expectations for 
low-level classes. 
I know a lot of teachers who have this type of attitude, and it truly depresses me. 
They do not believe that lower level students are as capable. Personally, I would 
rather "deal" with the "lower ability" students than teacher the honors class who 
already have everything going for them. I would love to take on Mrs. Riachelo's 
challenge of motivating these students. 
Comments from Suzette's pre and post case reflection papers show a shift in her thinking 
about this issue. At first she blamed the students for low motivation, but now she 
understands that the discriminatory actions of the teachers are the real problem. Initially, 
in a pre-case decision paper, she seemed to point fingers at the students: 
They're only doing the class because it's required for graduation. They only have 
a short-term focus in terms of learning- they're not looking to the future. To 
them school is a social activity, not an academic one. 
However, in a post-case reflection paper, she changed her thinking on the issue entirely: 
It is the teachers and their unfair treatment of these students that is the real issue. 
It is so easy to quickly point fingers at the students, as I did in the pre-case paper, 
and ignore the discrimination and unfair treatment that is occurring in practice. 
Haejin experienced the exact same shift in thinking, as evidenced in her papers. Initially, 
in the pre-case discussion paper, she placed the blame on the students: 
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While her honors students tend to pay attention in class, follow directions, and 
actually take notes as well as participate in class work, the college preparatory 
students decide to have their own agenda during class time. 
In a post-case reflection paper, she expressed her newfound realization: 
In my pre-case paper, I assumed the students were unruly, naughty, and 
unmotivated .. The case discussion with my classmates had me rethink this idea. I 
think a lot of teachers pre-judge their lower level students. Their behavior is only 
a surface issue; the root issue is the teachers' low expectations for lower level 
classes and this is totally unfair. 
Jaime highlighted the teacher and institutional discrimination that is evident and accepted 
in the school culture in a pre-case decision paper: 
The students from the upper SES range-from families of the "educated elite"-
enroll in the honors courses, and the teachers and administration do not really 
have to worry about them because their socially inherited role ensures that they 
will go on to excellent colleges and follow in the path of their parents. The other 
group of students, however, is not held to the same standard. Obviously, 
socioeconomics plays a significant role in this school. I am certain that both 
groups of students at are very aware of the distinction and the differentiated 
expectations, which further perpetuates the same patterns. The general spirit of 
the teachers seems to be that teaching the honors classes are a delight-bright, 
motivated students who pay attention and value learning- but the lower level 
classes, filled with students who would rather socialize and send text messages 
than learn a language, are a burden. No one really wants to be there, including the 
teachers. Mrs. Riachuelo seems to discriminate against her "lower level" students. 
By demanding less of these students, she sends the message that how much they 
learn is less important than whether or not they are able to adhere to the class 
routine. Her frustrations are understandable, and she certainly does not have an 
easy job. But she needs to examine the issues further. These students are, after all , 
teenagers, and socializing is important, even for the "honors" students . 
After the case discussion, she generated a lot of questions about the inequitable education 
that exists in the US due to socioeconomic differences . 
Can we combat the differences created by socioeconomics with education alone? 
Unfortunately, these are a few questions that are much too large for me even to 
begin to have an answer for, but this school appears to be a microcosm of the 
issues plaguing the U.S . public education system. 
133 
Suzette admitted to overlooking the issue of discrimination until the case discussion: 
In many ways the discussion of the case reaffirmed my thoughts that the teacher 
had given up, there was no learning going on, the material was not relevant to the 
students, Mrs. Young was not fulfilling her role, etc. What I had not considered 
was the situation in tenns of it being discriminatory. It's obvious that Mrs. R. 
couldn' t be bothered with these students and had low expectations for them, but I 
hadn't thought of discrimination - which it certainly is. I wonder how many 
students' futures are ruined because of this ugly teacher behavior 
Communication is key. Data from the case suggests that many participants 
considered and/or developed the belief about the importance of open communication 
between teachers and students. In a pre-case reflection paper, Amy discussed how 
effective communication between teachers, students, and aides is essential to solving the 
case: 
Another aspect of the classroom, and it seems the school in general, that needs to 
be evaluated is lack of communication. From the students being made to jump 
through hoops to get tutoring, to the aide who does nothing to help, this school 
needs to improve communication. While the teacher may not have control over 
the bureaucracy of the learning communities, she does have control over her 
classroom. She needs to discuss Ms. Young's role in the classroom with Ms. 
Young. The students need to know her purpose there also. 
Alice admitted that the case reminded her of the need to seek advice from other teachers. 
She remarked: 
This case reminds me that language teachers should seek out input from 
colleagues, especially other teachers who are reputed to be effective and good in 
their teaching methods or styles, even consider observing in their classrooms to 
get firsthand experience of what these good teachers do to make them effective. 
Elisa also considered talking to her fellow teachers as an essential solution: 
The first option that Mrs. Riachuelo could take is to talk to her fellow teachers. 
Classroom management and di scipline in the classroom are issues that every 
teacher struggles with at one point or another in his or her career, and different 
teachers develop different strategies to cope with it. By talking to her peers, Mrs. 
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Riachuelo might be able to find some strategies that work with her classroom ... 
Mrs. Riachuelo should find out what other teachers have these aides and find out 
what sort of roles they are playing in other classrooms, then sit down with Ms. 
Young and devise a set of guidelines about what Ms. Young could and should be 
doing to help out in the classroom. 
Language Teacher Dispositions 
The data from the case points to participant reflection on and expanded thinking about 
effective language teacher dispositions. 
Learning continuously, active problem solving. A number of the participants 
noted that active and continuous problem-solving is a key teacher characteristic: 
The teacher does not seem like she is actively trying to problem solve. She seems 
content with ignoring the problems. They will not go away without the teacher's 
active involvement. She needs to face her classroom management problems head 
on by having a discussion with her students and setting up some sort of positive 
reinforcement system. 
In a post-case reflection paper, Alice emphasized the need for teacher willingness to 
improve, refresh, and review: 
The only person to get herself and the class out of this vicious cycle is herself. 
She needs to spend more time figuring out an exciting opening, a fun and 
academic lesson and a closing that reviews what has just been taught. She can do 
this by searching her thoughts for interesting ideas, the internet and asking 
colleagues. At the end of the day, I think a good teacher never starts searching for 
ways to improve and engage. 
In a post-case reflection paper, Mai deeply considered the need for teachers to avoid 
burnout, stay passionate. She also commented on the role of critical reflection on practice 
and purpose: 
As we di scussed in the class, all the teachers have lives outside of their teaching 
jobs, and sometimes they get caught up with their own issues. As a result, they 
burn out, but they keep teaching anyway, because they cannot leave their jobs. It 
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is easy for us to say that teachers in rot should be more motivated, find passion to 
teach the language, and improve their teaching. But they can only achieve these 
goals if they are willing to do so. I am still doubtful about how burnt out teachers 
can achieve these goals on their own. 
To avoid this symptom of a rot teacher and remind ourselves that we can look 
back why we got into this occupation, I would hope all of us will have an 
opportunity to send a letter to ourselves after five years . I think it is a brilliant 
idea! 
Suzette added in a post-case reflection: 
What I took away from this discussion is that one must always be alert to what 
one is doing. Am I getting into a rut? Is this really appropriate for this student? 
What is the best way to reach that student? How can I do this better? Am I 
inspiring? Am I helping them learn English? A teacher must beware of the 
'blahs' . 
Language teaching with a purpose. In a post-case discussion paper, Susie 
suggested that the teacher should embrace the idea of conscious pedagogy by taking a 
step back and reexamine her purpose for being a member of the teaching profession: 
After our discussion, I believe Mrs. Riachuelo ' s best course of action is to take a 
step back. She should take a break from teaching and, after resting up, re-
examine her own motives for becoming a teacher in order to decide whether she 
should return to it or not. It is a real possibility that she will decide that she 
should find another profession to pursue. 
Positive attitude. Bella expressed a shift in her thinking from the key issue in the 
case stemming from classroom management to a complete recognition that the teacher's 
negative attitude is the real issue: 
In my pre-case discussion, I wrote that in. Mrs. Riachuelo ' s class, the central 
issue is clearly classroom management. However, this case discussion brought to 
light the fact that this is only a surface issue. The real issue lies in the teacher ' s 
negative attitude which is a real issue in most classes if teachers and department 
heads do not assess this in terms of teaching criteria. 
In a pre-case decision paper, Beth added: 
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The power for change in Ms. Riachuelo's situation is almost completely in her 
own hands. Hers is an issue of poor teacher attitude, but only she can change it. I 
will have to remember to check myself on this if I ever feel overwhelmed. 
Elisa echoed this thinking in a post -case ret1ection paper: 
After discussing this case study in class, I have completely changed my mind on 
what I think are the major problems in the class and how they should be solved. 
In my opinion, the major issue in class was student management and discipline. 
To solve these issues, I felt that Mrs. Riachuelo should utilize Ms Young more in 
her classroom management plan. After hashing the case out as a class, however, I 
realized that the problem lies less with the students and more with Mrs. 
Riachuelo. She has lost her passion for teaching and so she is detached from the 
students and detached from the curriculum. Her detachment is felt and then 
reflected by her students, who are not motivated at all to learn and feel no 
connection at all to the curriculum. The solutions we developed, like 
differentiating instruction and reatTanging the physical classroom, were geared at 
improving the student involvement and engagement. We all agreed, however, 
that for any of these action plans to be successful, Mrs. Riachuelo needs to change 
her behavior and her feelings for teaching and for her students . . . This case made 
me realize just what sort of an impact my attitude can affect my students and their 
feelings towards the classroom and the curriculum. My bad mood or unhappiness 
has a direct effect on my teaching, which then is felt and reflected by my students. 
Alice recorded her knowledge growth in strategies for avoiding teacher burnout. She also 
noted the importance of honestly with oneself and one's students when things are not 
going well in the classroom: 
I took two important things away from this case: ( 1) teachers can burn out, and so 
it is imperative for any teacher who finds herself in a rut to consider the 
possibility of needing a sabbatical, or some time offQf teaching in order to 
regroup. I especially appreciated the suggestion that I write a letter to myself 
stating the reasons why I am going into the field of education so that if I find 
myself lost in the future, questioning whether 1 was in the right career path and 
field, that I could pull this letter out and find myself again. (2) A teacher should 
be open enough with herself to acknowledge when things aren't going well in her 
classroom, and to look for ways to improve: having an open and honest discussion 
with the students is one way of assessing the things that are going wrong and the 
things that can be done to bring a positive change. This means that the teacher has 
to be prepared to hear di fficult things from her students. 
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In a pre-case discussion paper, Suzette also reflected on teacher attitude and sense of 
purpose: 
This case shows how important it is for teachers to have a positive attitude and 
lots of energy. This isn't always easy, as not just the school (and all that that 
means) can be wearing, but also a teacher's own life impinges on her attitude. It's 
easy to get in a rut and just go through the motions of really teaching. Instead of 
thinking out interesting, if not exciting, lessons, one can easily say, "Oh, that'll do 
for them." 
Make the most of what you have: use of existing resources. A number of 
participants gave consideration to the need for language teacher maximization of existing 
resources. Beth described how teachers often overlook and underuse the resources and 
existing advantages in the classroom like class size and an instructional aide. In a pre-
case decision paper, she noted: 
She has almost the perfect class size and the luxury of having an aide in the 
classroom. I wonder why teachers get so clouded by what isn't going right that 
they miss the tools they already have to work with to make it better. 
Similarly, Elisa remarked in a pre-case decision paper: 
A second option is to utilize Ms. Young more in the classroom. Ms. Young may 
not know Spanish, but that doesn't mean that she can't help monitor student 
behavior, stopping side conversations and taking away cell phones. Even though 
she doesn't speak Spanish, Ms. Young could still help with work. When students 
are doing seatwork where only one answer is possible, Ms. Young and an answer 
key could easily point out enors and wrong answers. 
In a post-case reflection paper, Alice wrote about thinking about effective training, 
communication, and use of instructional aids in the classroom: 
Finally, I will try to remember this case when I have an aide in my class: I will try 
to make sure my aide knows what she's there to help with, how to help the 
students, how to work with them in small groups, how to check their work, and 
most of all, how to gain the students respect. Mrs. Young doesn ' t do anything in 
the class although she was sent there to help. And the students clearly don ' t 
respect her just as they don't respect Mrs. Riachuelo. It was interesting to hear 
138 
someone in our group discussion note an apparent lack of communication 
between these two instructors. It is too bad that Mrs. Riachuelo doesn't use her 
aide to her fullest potential. 
In a post-case reflection paper, Mai also wrote about the teacher's need to maximize the 
potential of having an instructional aide instead of feeling threatened by her presence: 
From reading this case study, I was not sure what the role of Ms. Young. It is 
stated that she is in the classroom to help the classroom management; however, 
she seems to have no effect in the classroom. Also, Mrs. Riachuelo does not seem 
to ask for support to Ms. Young either. She simply stands in the back of the room 
and it seems like there are no interactions between these two teachers. Mrs. 
Riachuelo might feel defensive that Ms. Young is in the classroom since she does 
not seek out for help or support. Also, because Ms. Young is a Latin teacher and 
does not understand Spanish, she appears to be a little help in the classroom. 
Although a role of Ms. Young is a bit unclear in thi s case study, Mrs. Riachuelo 
might be able to effectively carry out an instruction if she seeks more support 
from Ms. Young, even though she does not understand Spanish. The first step 
will be for Mrs. Riachuelo to introduce Ms. Young to the classroom, so that 
students are aware of her presence. Secondly, have her walk in the classroom 
during individual work or while Mrs. Riachuelo is providing instruction as a 
whole class might be effective for the students to pay more attention to the 
lecture. 
Praxis 
The data from the case suggest that this case experience had an impact on participant 
praxis. In a post-case reflection paper, Jaime stated that the case has changed the way she 
plans lessons so as it include engaging, challenging, level appropriate ideas. 
I have always tried to do best by my students but I think I have only been focused 
on getting through the required cutTiculum. This case discussion has inspired me 
to figure out ways how to engage my students, how to challenge them at a level 
appropriate to their abilities, and how to reach each student in my class, despite 
the disparities in their language abilities and motivation. This is now an integral 
part of my lesson plan design process when before it was usually on the 
back burner. 
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In a post-case reflection paper, Elisa described how the case has pushed her to examine 
and improve her attitude in the classroom: 
Since this case, I have been to looking more at my feelings for the curriculum, the 
classroom, and my comfort level as a teacher. I am not yet fully comfortable in 
front of the class, and I know that my students can feel this and may 
unconsciously be reacting to it. For the past week, I have tried to bring more of a 
positive, encouraging, and passionate attitude to class as part of my lesson plan 
"materials." 
I am still struggling with how exactly to balance student expectations with reality. 
Mrs. Riachuelo definitely has the wrong attitude, yet I find myself having a 
similar approach to non-honors classes. In other words, I might make quizzes 
easier for my non-honors class than I would like. But I do have the expectation 
that they will be able to handle the same types of questions, those which require 
different levels of cognition to answer and understand. My problem is that my 
expectations seem to be above what second year students are capable of, but the 
result (I fear) is that my students ' tests often might resemble Mrs. Riachuelos ' . 
After our case discussion, I have been trying to figure this one by integrating 
level-appropriate higher order and critical thinking questions into lesson plans and 
assessments, but this is definitely a learning curve. My concerns are somewhat 
assuaged by the fact that I am concerned with this. If I were not concerned then I 
would probably be better off taking a good look at my motivation to become a 
teacher, and ask if being a teacher were really the right thing for me 
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Jamie's Case: Pondview High 
The subject school in this case is presented in grim detail as one where violence, 
disrepair, and resignation prevail. The case unfolds in a bleak setting where the actions 
of both teachers and students (with few exceptions noted) seem to imply that neither 
believe success is attainable. Literacy instruction is particularly unsuccessful in the 
highlighted secondary ESL classroom. The author describes a whole-group only 
approach whereby students are rushed through the material with little or no instructional 
support. Writing instruction is similarly cumbersome, with students making frustrated, 
half-hearted attempts to complete decontextualized (and ultimately, punitive) lists of verb 
conjugations and sentence writing tasks. Noise from this class and a neighboring class 
add to the chaotic atmosphere as do "Code Blues" that signify an imminent danger or 
threat in the school or on the grounds. 
Teacher Thinking 
For the second research question about teacher thinking facilitated via case-based 
pedagogy using student-generated cases, the data from the pre and post reflection papers 
and case discussion transcript indicate that the case developed teacher thinking in terms 
of beliefs, attitudes, and dispositions .. For some participants, this case experience had a 
direct influence on practice in the practicum field settings. 
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Beliefs 
The data from the case suggest that participants reflected on and developed their 
language teaching beliefs 
Examining the sociocultural context of language learners' lives. An awareness 
of the impact ofthe sociocultural context oflanguage learners' lives emerged as a theme 
in the data. In a post-case reflection paper, Alice commented on how the discussion 
influenced her thinking about the impact of the culture of vio lence both at school and at 
home on the learning of her students. Tllis case appeared to prompt her thinking about 
schools as safe spaces. She remarked: · 
In the case, I didn't give as much importance as I should have to the reporting of 
violence around the school. When this was brought up during our discussion, it 
made me think of how the students (and faculty/staff) at this school are affected 
by the real threat to their safety. I know I personally wouldn't be 1 00% available 
to learn ifl were going to school and fearing the possibility of encountering 
violence either on my way to, or at school. How do we, as teachers, make sure we 
don't dismiss this reality of some of our students' lives? Maybe violence is at 
horne, maybe violence is at home and at school. How can we still make sure we 
provide that safe environment, as much as it depends on us, to foster learning? 
This topic has been haunting me since our discussion, and has really had me 
pondering the worthiness of it all, from the students' point of view: is it worth to 
go to school when physical safety is at stake? And to top it all , to go to Mrs. 
Rand's class and know that she doesn' t care one bit? 
In a pre-case reflection paper, Miguel also considered the impact of the environment. In 
his paper, he pointed to the teaching and learning inf1uences of an environment where 
teachers are not supported, students are not trusted, and resources are lacking. 
How can any teaching or learning take place here? Teachers are not suppm1ed, 
students are viewed as threats, and appropriate learning materials are not 
available. 
In a pre-case decision paper, Suzette also ruminated over the overall depressing school 
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culture and environment and the critical role of administration in promoting a safe and 
uplifting learning context. She stated: 
This is another case in which one could ask where is the school administration? 
Admittedly it's not their fault the school feels 'industrial', that it's in a 'bad' area, 
and that the population is 92% minority. However, they could cetiainly do 
something about the fact that it's dirty, lacks hygiene items, lacks some 
equipment, and what equipment it does have is old. An unpleasant environment 
is not conducive to learning. The classroom in question also reflects the school 
atmosphere: it ' s unattractive, and dirty; the materials are old; the classrooms on 
either side are noisy. There's a vicious circle here: ' bad' area- dilapidated school 
and equipment- unattractive classroom -poor teaching- unachieving students -
'bad' area. The administration seems sadly lacking in this scenario. They should 
be on top of the cleanliness situation in the school and in the classrooms and on 
top the quality of the teaching. 
Haejin thought deeply about the importance of establishing a positive schoolwide culture. 
In a pre-case decision paper, she asserted: 
First and foremost , the school needs to do some remolding. There is no source of 
positive energy or motivation for the faculty and students to look forward to. 
Naturally, the teachers should come already with passion for the job, but if the 
environment they work in sucks the liveliness out of them, then they will pass on 
their lifelessness to their students. This will ultimately lead to students taking 
school as a joke, and they will see less purpose in their education because they are 
not even provided with proper resources. 
She also added mulled over the role of teachers as advocates in the following pre-case 
decision comment: 
There seems to be no teachers advocating or fighting for some serious restoration 
within the school or a cry for help at least with the lack of resources. When 
students are aware that there is high tech computer out there, they are not going to 
even want to touch the nearly more than a decade old computers the school 
provides them. It seems like teachers have given hope of any radical changes at 
Pondview High School, and it seems like they are going to just live with the 
consequences. 
Language teacher as ethnographer, advocate, and multiculturalist. In the pre 
and post case papers and case discussion, participants reflected on the role of language 
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teacher as advocate and ethnographer. Ethnographic educators seek to learn from those 
they are studying and to understand their perspectives, customs and meanings within the 
context of their culture (Spindler & Hammond, 2000). In this case, participants also 
considered the role of the language teacher in promoting a multicultural school wide 
culture of respect and tolerance. A discussion of a school wide policy of accountability 
also surfaced as a theme. The following excerpt from the case discussion highlights a 
number of these themes: 
Teacher: So let us begin. Question number one. I'd like to begin with the context. 
Quick, tell me about the physical structure of the school. 
Students: 
It's separated between three floors. 
[inaudible response-too far away from the recorder] 
Umm, architecturally not inviting-concrete, padlocks, you know. 
It doesn' t even sound like a school, more like a converted prison building or 
something. 
Teacher: So we could say umm industrial architecture? Almost factory-
like .... what else? 
Student: Well the classroom, in the classroom the students' books are under lock. 
Actually locked up. 
Teacher: Yeah, we're going to do the classroom on its own. I want to go about 
the big picture first. 
Students: 
Everything is painted the same color, right? 
Yeah a blue shade. 
[unable to decipher conversation-too many people speaking at once] 
Teacher: And where is it located? 
Students: 
It's in an urban setting. 
Would it be part of the context ofthe school that they have come close to shutting 
down a few times? 
Teacher: So let 's go to question number two. So anything else to add, just to the 
physical context? [long pause] So let ' s discuss the social structure of the school 
and then ... social structure and issues. I have three questions really in mind. The 
political climate, and then we're going to look at the classroom context and 
classroom structure. So that's where I'm headed. So tell me just what the social 
set up at the school, the social structure, if you could call it that is ... 
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Student: Umm, I don't know if this would fall in that category but umm it used to 
be . .. [inaudible] ... and now there is a lot of pressure to avoid closure. 
Teacher: Okay, so it's an underperforming school, now what do we know about 
that? What do schools need to do in order to face closure? In order to face closure 
they need to fail high stakes tests in the school. So that's important to keep in the 
back of your mind. What else? 
Students: 
Umm, it's a pretty non-white school, in terms of its students. 
Yeah, there is a pretty large Hispanic population too. 
Yes, but there are also so many countries represented within that group. 
And then issues come up between what we label African American and Hispanic 
right? 
[unable to decipher conversation-too many people speaking at once] 
Teacher: So what did the case say? Like forty-eight percent Hispanic ... 
Student: Yeah and forty-six percent African American. 
Teacher: Okay, what else do we know? 
Students: 
The learning communities. 
Yeah, there are small learning communities in the school. 
Teacher: So what does that mean to have small learning communities? What 
does that mean for the class size? 
Student: Small class sizes. 
Teacher: So anything else to add under the social? 
Students: 
Yeah. Students don't travel between floors. They only interact with people in their 
learning community, which I thought was weird. 
Yeah me too! 
Teacher: Okay, so no inter-floor interaction? 
Students: [laughter] 
Teacher: Alright, so let' s talk about this political cloud. So when we say .. . well 
what does it mean for the faculty? [long pause] So how are they responding to this 
overwhelming pressure to not fail? Is there a sense of pressure? Or are they 
feeling like I give up? 
Students: 
So I didn't write about this in the case last semester because I didn't know it at the 
time, but I found out that last year everyone was asked to reapply for their 
positions. And forty seven teachers lost their jobs. And some of those that were 
not rehired were known to be disagreeing with what the headmaster was doing 
last year. . .. So there is this weird kind of political situation where everybody 
feels , okay if you don't agree with everything the headmaster is saying then you 
may not have a job next year. 
But when you're applying for a job is it through the district? Like, how much say 
does the headmaster have? I think it's more about the atmosphere that this has 
created, you know? 
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Haejin also reflected on the role of teachers as role models. In a post-case reflection 
paper, she remarked: 
From what was discussed in the case study, one can assume that these students 
lack positive role models in their lives, and they do not see the purpose of being 
highly educated. Teachers can help fill that gap, and if necessary they can have 
students write journal entries to express possibly the anger or frustration these 
students must go through coming from possibly broken homes or families. 
Teachers are not expected to become emotionally attached, but the teachers 
should teach some valuable lessons in life whether it is related to the content or 
not. 
Teaching as an act of social justice/political act. The data from the case suggest 
that participants increased their awareness of teaching languages as a social justice and 
political act. In a pre-case decision paper, Alexi reflected on the role of teaching in 
preparing future citizens: 
These students deserve to be taught the right way. Too much of their future is in 
the hands of this teacher. It is truly depressing and a shame to think that one 
stubborn and burnt-out teacher can have such a negative impact on their lives. 
Education is such an important part of a person's future. One's educational level 
is the major determinant of what kind/level of paying job one will receive. It is 
unfortunate to think that some teachers have, in this case, unconsciously taken on 
the responsibility of helping students "be all they can be" and not give them that 
same opportunity. 
In a post-case reflection paper, Haejin explained her thinking about teacher 
encouragement and student retention. She remarked: 
Most of the students at are most likely to find hope in athletics or the arts, but 
that is all they seem to care about. Teachers should firmly but lovingly put the 
reality out there that although they might not need to ever know the process of 
mitosis or why the imagery in Macbeth creates a mood in order to play baseball, 
they do need to know all this information to graduate high school. At the rate the 
students are going, they are most likely to fail or drop out of high school, which is 
not only discouraging to the students themselves but to the teacher. As teachers, 
they should feel responsible for opening a window opportunities for the students 
to explore rather than assuming that they will become statistics. Teachers should 
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try their best to motivate their students to strive for their greatest potential or the 
truth will be a harsh reality. 
A voiding teacher burnout. The data from the case suggest that participants 
increased their awareness of strategies for avoiding burnout. In a post-case reflection 
paper, Alice noted: 
The one important thing I am taking away from this case is that I don't ever want 
to become jaded and burnt out and dissatisfied with my job as a teacher. If this is 
ever the case, I hope I find it in myself to quit or recalibrate instead of staying in 
for the paycheck (or whatever) and hurting the kids that are trusted in my care. 
In a post-case reflection paper, Alex empathized with the teacher, considered critical 
reflection on practice as a strategy for avoiding burnout. She explained: 
This case study and discussion was a truly eye opening experience for me. I 
realized that this lady, like me, could have started off loving to teach. She, like 
me, could have had all the enthusiasm and energy in the world to teach students. 
One must provide self-reflection-checks after a couple of years in this business. 
These "self reflection checks" can be in the form of literally a check list or a 
reminder list etc. Someone in the class brought up writing a letter to oneself. In 
the letter it was advised to talk about why we started teaching and why we love to 
teach etc. I think that after a couple of years it would be truly beneficial to look 
this letter over for a quick reminder of the need to be passionate about everything 
you do. I have written a five page letter explaining to myself why I love to teach. I 
also wrote a two page letter warning me not to fall behind and to keep on pushing 
even if I feel like I'm slowly losing my inner passion to teach. This letter will 
hopefully keep me on my toes in being the best teacher I can be. 
Language Teacher Dispositions 
Teacher motivation, willingness, and attitude. The data from the pre and post 
case papers and case discussions point to pmiicipant consideration of motivation, 
willingness, and attitude as essential language teacher dispositions. In a pre-case decision 
paper, Elisa wrote about the significance of teacher motivation and willingness to 
improve the situation. She noted: 
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The only major criterion that needs to be considered is Mrs. Rand's motivation 
and willingness to change. The major problems in her classroom seem to stem 
from her attitude and classroom policies. If she is unwilling to change her ways 
or try to advocate for change in the ESL classroom policies, there is little that can 
be achieved. 
In a post-case reflection paper, Miguel pointed to the significance of will. With a tinge of 
irony, he prefaced his reflection by stating the following: 
Skipping to a situation where the teacher has abandoned her apathy for a more 
positive worldview, there are some fixes to suggest. 
In a post-case reflection, Bella also mentioned the imp011ance of a teacher' s willingness 
to change as a prerequisite to professional development and collaboration. She remarked: 
Both options are equally effective, but nothing can change in the classroom until 
Mrs. Rand reevaluates her attitudes about teaching. She would not be willing to 
talk to the other teachers if she did not see a problem with her classroom policies 
and the fact that so many of her students are struggling and failing. 
In a post-case reflection paper, Suzette focused on the role of teacher attitude: 
However, one could say that all that happens in a classroom stems from the 
teacher's attitude. If she's positive, then the classroom atmosphere is conducive 
to learning; if she's not, as is this teacher here, then the classroom is hell on earth 
and no learning takes place. 
Beth considered the intersectionality of teacher willingness and critical reflection on 
practice. She wrote: 
How can this teacher regain her energy and enthusiasm for teaching and her 
interest in her students? She's not going to come up with it on her own. Given 
that she teaches in a poor area to mainly minority students whose parents don' t 
speak much English, she isn ' t going to get any push from the parents either. She 
certainly isn't getting it from the school administration. In some of the other 
cases we've studied, the teachers have reali zed they need to do things differently 
and were keen to do so, but in this case Mrs. Rand has not analyzed the teaching 
and learning taking place (or not) in her classroom and seems uninterested in 
changing the status quo. 
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Empathy. Empathy emerged as a participant thinking theme in the data. In a pre-
case decision paper, Alexi mulled over the lack of empathy for the students the teacher 
possesses its influence on learning. She stated: 
To be honest, I have no idea where to begin in listing the teacher's faults. This 
teacher is by far the worst teacher I have ever heard of. The lack of empathy this 
teacher has for her students is astounding. I cannot imagine why on earth this lady 
decided to become a teacher. Regretfully, it seems as though this teacher has the 
attitude that a lot of teachers have- it's not me, it's them. They believe that these 
students are failing out because they do not care or want to learn the language, 
when really the system and teachers are failing them. 
Not only did this case discussion develop Alexi's thinking about the lack of empathy the 
teacher has for the students, but ironically, the case discussion also helped to empathize 
with the position of the teacher. She wrote: 
While I was writing the pre-case study essay I was very harsh and critical 
concerning Mrs. Rand. I ferociously wrote that she was a burn out and should 
basically find a new profession. Before the case study I believed that her teaching 
was unjustifiably horrific and that she was a hopeless burn out. After the class 
discussion of this case study, my view changed. I did not think that she should 
change professions, just yet. We all agreed that she was a burn out, that was for 
sure, but not a hopeless burn out. During the discussion we analyzed exactly why 
she was a burn out and what she could do to help herself and at the same time 
help her students. Instead of immediately condemning her to the gallows, we 
stopped to think exactly why she was so frustrated and had given up on teaching 
her students. My view of her changed when the case author said something along 
the Jines of "I can see how she is a burn out, I've been at the school for only four 
months and I'm tired". I know the author to be an exciting and energetic person. If 
she however, is becoming tired after four months, I cannot imagine the exhaustion 
coming from this teacher who is a long time veteran. The case author told us that 
the students are extremely resistant to learn the English language. Therefore it 
seems as though this teacher is having an uphill battle with her students everyday 
and is now in the process of rolling down the hill aka going thru the motions. 
Professional development at all costs. As indicated in the data of the case, 
participants reflected on the significance of professional development, especially for 
teachers challenging language teaching environments. In a post-case reflection paper, 
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Miguel illustrated the difficulties of seeking professional development in schools that 
lack resources and support but considered collaboration as an alternative means of 
professionally developing. He explained: 
Another solution discussed was to seek some sort of professional development. 
While this would certainly be very useful, this seems a little more difficult to 
procure than originally thought. If the school is in fact in the state that it is then, 
in my mind, it will be a challenge to attain anything in terms of either materials or 
resources through the school itself. In this case, she would then have to seek such 
things as courses or seminars of her own accord, something that seems rather 
unlikely given her state of mind. Short of this, however, perhaps something as 
mundane as seeking assistance from teachers who are achieving greater success in 
their target disciplines might reveal something missing from her own 
methodology. While of course she may not be a history or geometry teacher, it is 
certain that very many like principles apply no matter what the subject matter may 
be. 
Problem-Solving Orientations 
Many participants emphasized their development and acquiring of the case method line 
of analysis. In a pre-case decision paper, Amy expressed how she did not even know how 
to begin to analyze the case. She stated: 
This is another case where I barely know where to start. So many things are 
wrong with the school and the classroom. I'm going to focus on the classroom 
because the school and the community's violence can't be controlled by the 
classroom teacher. 
However, in her post-case reflection paper, she explained how the discussion reminded 
her to step back and analyze the whole situation. She remarked: 
When I wrote my pre-case, I was only looking at one piece of the puzzle and I 
thought the situation was pretty helpless. However, the case study format forces 
us to look at every angle for issues and solutions. I will try to remember this line 
of questioning when I find myself in difficult situations so that 1 do not overlook 
solutions. 
ln a post-case reflection paper, Bella also described how the case analysis helped her to 
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approach the problem in a systematic way. She stated: 
Our class discussion of this case centered around the three major issues with Ms. 
Rand and her classroom: assessment, attitude and instructional strategies. When I 
was dissecting the case on my own I was overwhelmed by the amotmt of 
problems present in this situation. Breaking it down into three large over-
reaching issues made the looking at the case much more manageable. 
In a post-case reflection paper, Jaime stated: 
I put the whole situation under the umbrella of ' fault of teacher' and hadn't 
analyzed what she was actually doing in the classroom. Consequently the 
discussions on assessment and teaching strategies made me look more deeply into 
the issue. 
In a post case reflection paper, Suzette explained: 
The classroom discussion reiterated all the problems I had seen in this scenario 
and also made me look a little differently at some of the issues: the teacher's low 
expectations, no mutual respect between teacher and students, and the students 
feel intimidated by the teacher. The school and the teacher are so poor that I was 
looking at the whole picture of awfulness, and not at the specifics. In my thinking 
I had concentrated on the teacher's attitude, and not thought about the other things 
she was (or was not) doing. 
Critical Reflection on Practice 
The data from the case indicate the development of participant understanding of the 
implications of critical reflection on practice. In a pre-case decision paper, Alexi 
elucidated on why critical reflection on practice would be an essential solution. She 
remarked: 
Mrs. Rand needs to reflect on her teaching as to why these students are failing out 
of her class. It would be a wise idea of her to take a graduate level course in 
methodology. Hopefully she will come to the conclusion that her lesson plans of 
rote memorization are not working. I hope she wi II realize that these rote, dry, 
boring and painful lesson plans of hers (like the conjugating ofverbs test and 
lessons) need to be never taught again. After she takes a course or two, she will 
realize that meaningful and interactive lesson plans have amazing results. 
Miguel wrote in a post-case reflection: 
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I found myself thinking about similar issues in my own field placement. I think it 
is helpful to talk about this cases because they naturally encourage us to make 
connections to what is going on in our classrooms. In general, this is a good 
mental exercise. 
Praxis 
There is some self-repm1ed evidence that the case experience had a direct influence on 
participant practice in respective practicum sites. In a post-case reflection paper, Alice 
explained: 
Since this case discussion, the SlOP lesson plan design and implementation is one 
area that I have been consciously committed to practicing until planning lessons 
the meaningful way becomes second nature to me. 
In a post-case reflection paper, Mai described how the case discussion prompted her to 
provide multiple and varied opportunities across the curriculum to learn about fractions. 
In addition, she noted how the case prompted her to start to connect concepts to students ' 
everyday lives. She wrote: 
Often times when I am teaching math lessons, students do not understand the 
concept of, for example, fractions in one lesson. It is a new concept for them, and 
it takes time and practice until they are able to internalize the knowledge and 
build their basic understandings. If I think of it as learning something completely 
new, it takes time to learn, it takes practice, and you revisit what you know and 
build on new knowledge. One thing I have tried in all lessons since this case 
discussion is to immerse the concept in many ways from different angles, so that 
they get enough practice. For example, last week I incorporated storybooks on 
fractions when they were learning fractions, and asked them to apply their 
knowledge into real-life situations by asking questions such as "Ifl have 1/5 of a 
pie, how much pie do you have?" or "If there are 16 candies and ifl give you 3/4 
of them, how many candies would you get?" I asked these questions outside of 
the math class as well in order to immerse them into fractions . My future goal 
would be to incorporate this method into different subjects other than math. The 
more they are exposed to the concept, the more they are likely to internalize the 
knowledge and utilize it in a real-life context. 
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In a post-case reflection paper, Jaime explained how the case discussion inspired her to 
use the PACE model for reading comprehension instruction. She explained: 
The case discussion has made me reconsider a number of issues in my classroom. 
The most notable is that I have begun to integrate the P.A.C.E (Presentation of 
meaningful language,; Attention to Form; Co-construction of explanation; 
Expansion Activities) model for introducing new grammar and vocabulary. With 
this new approach, my students have been more actively engaged in review of 
grammar and vocabulary because they are able to act as linguistic detectives and 
apply and extend new learning. 
Suzanne also reflected on how the case discussion influenced her to try new L2 reading 
teaching instructional strategies in her practicum teaching experience. She noted: 
I got some new ideas about reading instruction that I now use in my classroom. 
For example, my students responded really well to choral reading. I have also 
successfully implemented the idea of assigning group roles for small group 
assignments. The problem with some of these methods is, for example, I tried 
popcorn reading with my French 2 honors class on one of the days that I was 
observed. The material was appropriate, relevant and interesting. However, (my 
supervising practitioner) pointed out a flaw that I feel I should have foreseen: that 
the reader is so concerned with pronunciation that s/he has no idea what s/he read, 
and the rest of the class is nervous about being called on next, so is looking 
forward at upcoming words to check for pronunciation and not listening to what is 
being read. Some of these methods are not appropriate for certain situations. 
That is, popcorn reading may not be the best method for students at a low level of 
proficiency when they are reading the text for the first time. 
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Mai's Case: Are they Ready for Middle School 
Statewide exam scores revealed that some 20% of third and fourth graders at Deer 
Creek were failing ELA and math; thus, instruction was predominantly focused on 
literacy, ELA and math. As compared with other classes this ten-year teacher has had, 
the subject class is characterized as "tough." While students in previous classes have 
seemed to "better understand each other" and become "united . ... a team" by November, 
this class has been undeniably different. Mrs. S struggles with issues related to classroom 
management, particularly with regard to transition times and the "social behavior" of an 
individual student. She is sensitive to the children ' s different backgrounds and makes 
every effort to understand their individual circumstances; yet in spite of these good 
intentions, there are many times when Mrs. S feels frustrated. She wmries about her 
impending placement decisions: who will be mainstreamed at the start of middle school 
and who will remain in immersion for another year. Lack of parental involvement is also 
a concern for Mrs. S. A classroom Thanksgiving event was apparently not as well 
attended by parents as it has been in previous years. 
Teacher Thinking 
The data from the pre an post case papers and case discussion point to the development of 
participants ' attitudes, beliefs, and dispositions. 
Beliefs 
The data from the case suggest that participants reflected on and developed their 
language teaching beliefs 
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Parental engagement is key to language student success. Data from the pre-
case and post-case essays indicate that a number of students thought critically about the 
role of parental engagement/involvement in language education development of language 
learners. In a pre-case paper, Beth considered the challenges to parental involvement, 
including parent work schedule. She wrote that the teacher should be flexible when 
planning times to meet with parents: 
Parent involvement is particularly difficult in ESL classrooms. Many of the 
parents have to work during the day, some at jobs with extremely long hours. It is 
difficult for them to come to school during the day to participate in activities even 
if they might like to. Ms. Sillin should try providing alternative times for the 
parents to come and get involved at the school; perhaps hosting some activities 
after or before school when more parents might be able to come. 
In a pre-case decision paper, Alice noted: 
It was di sheartening to read about the lack of parental interest in what these 
students are doing at home. I would recommend that the teacher tries to speak 
with each parent, to find out why they are not participating. Maybe this is already 
school policy, finding out why a parent didn't come to parent-teacher conference. 
I think teachers sometimes limit themselves because of not speaking the language 
of their student. And I think teachers could find ways to overcome this, in order to 
connect personally with their student's parents. 
Alexi also commented on the need for the teacher to reach out to Abdul's parents. In a 
pre-case paper, she remarked: 
I would also advise Ms. Sillin to have a parent teacher meeting with Abdul. If 
Abdul's parents do not show up to the first parent teacher conference, Ms. Sillin 
should immediately call his parents up and personally and actively find a time slot 
where they can come into the classroom. During this parent teacher conference, I 
would make sure that all three adults schedule a time where Abdul's parents are 
able to come into the classroom and observe their child first hand. It should not 
solely be the teachers burden of correcting a child ' s behavioral problems. 
In a post-case reflection , she further developed her thinking by expressing the need for 
teacher relentlessness when it comes to reaching out to parents: 
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The teacher has done an adequate job at getting parents involved. However, she 
still needs to strive even harder. I believe that it is crucial to have parents in the 
classroom, at award ceremonies and at parent teacher conferences in order to have 
a healthy classroom community. To do this Ms. Sillin should send home letters to 
each student's parents. In the letter she should put the times of the daily classroom 
schedule and make it a point to tell the parents just how important their presence 
is in the classroom. After she sends home the letter, she should make it a point to 
call each student's house in order to make sure they understood the letter and to 
ask if they have a time where they could come in to observe their child and help 
out with the classroom activities. 
Suzette agreed that low parental involvement is a teaching and learning concern and that 
language and cultural barriers could be an issue, but she worried about the potential 
cultural problems of having teachers go home to talk with parents: 
Also for children to succeed, they need to feel their parents are behind them. 
When parents don't show up for events in school to which they' re invited, the 
message to the children is that school isn' t important enough. Then their effort 
slackens. So if the efforts the school is making (and they ' re making a lot) aren' t 
succeeding, then maybe the district administration needs to rethink what ' s being 
done and what could be done better. 
Increasing parental involvement is a difficult thing. Is the school a welcoming 
place? Do the parents feel comfortable when they walk in the building? Is the 
secretary (or whoever is the first point of contact) pleasant? Do the parents 
understand the communications sent home? Do they actually receive them? 
Could the sh1dents actually write any 'invitations' to come to school- that might 
prompt them to hand them to their parents. Or could the school mail these 
communications to be sure the parents receive them? Are messages home 
translated into the home language? There are only twelve students in the class, so 
would Miss Sillin have time to phone the parents to talk to them about their 
children, what's happening in class, and to invite them to certain activities? The 
parental involvement piece for Deer Creek School remains a difficult dilemma. 
There are too many external forces at work for the school to cope with : language, 
culture, economics. It was interesting to see that some of my peers in class were 
ready to go to the home to talk with the parents -but that might have cultural 
problems too. A teacher coming to the home?! 
Consideration of home school connections . The findings from the data point 
toward developed pm1ici pant consideration of the importance of fo stering home school 
connections. In a pre-case decision paper, Alice reflected on the social context of the 
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immigrant learners in this case. She stated: 
The school is in a low SES/highly immigrant community, and so students bring 
related issues from their homes and the community to the classroom. 
Bella discussed the potential psychological impact of Abdul's transient life on his 
classroom behavior. She wrote about the constant acculturation issues in new schools and 
constant unfamiliarity with routines and expectations: 
This behavioral issue, however, is also not one that can easily be solved. Abdul 
has been botmced around the school system and removed from nearly every 
classroom he has ever set foot in. Psychologically this is an awful position to 
place a child in .. .. Abdul, especially as an ESL student, is in need of routine, 
stability and meaning in his life. He is unfamiliar with the language and the 
culture and now is unable to create a familiarity with his school as he is constantly 
being moved around. I do not believe that the situation is continue to move Abdul 
from classroom to classroom as this has clearly not helped his behavior in any 
way. 
Long term success: impact of classroom choices. The impact of pedagogical 
choices on the long-term success of language learners emerged as a theme in the data. 
Alice wrote about how unattended classroom issues may jeopardize students' futures in a 
pre-case reflection: 
My take is that if that was tried, then even tougher love should be tried next, even 
if it would mean involving police officers or a jail awareness activity of some 
sort: if this boy goes on to middle school thinking he can behave whichever way 
he wants, he is going to end up in BIGGER trouble with the law (if he isn' t 
already). 
Bella, in a post-case discussion, wrote about thi s topic: 
I just keep realizing how the decisions I make today we have a long term effect on 
my learners' lives-hopefully a positive one. 
Language and content across the curriculum . The theme of language and 
content development across the curriculum emerged as a theme in the data. In a post-case 
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reflection paper, Suzette explained the need to integrate more social studies and science 
into the curriculum in order to prepare the students for middle school and for civil life: 
To be successful in middle school, (and to be good citizens) the students also need 
some social studies- and more science. When they get to middle school they're 
going to be at a disadvantage when they' re mainstreamed, as not only will their 
English probably be less proficient that their peers', but also their social studies 
and science knowledge will be lacking. Miss Sillin does not have much 'wriggle 
room' in the curriculum/schedule to remedy this. 
In a post-case reflection paper, Jaime wrote: 
If we do not give them content development we will not be preparing them for 
middle school. 
The following case excerpt points to participant thinking about interdisciplinary language 
learning. 
Teacher: ... well , what would an ideal curriculum involve? Can you report back to 
us? 
Students: The students need to learn a lot in order to be prepared for middle 
school. This curriculum is helpful but not perfect. The teacher needs more 
content. 
Yes, content and language learning simultaneously. It just takes a little creativity. 
There are many easy ways to connect lessons across content areas. 
Maybe this is an area teachers need training on if they haven't been to school in 
years to know the best approaches. 
Administrator Decisions Impact the Success of Language Teaching and Learning 
Bella highlighted the negligence of the administrative for cutting social studies from the 
curriculum: 
While Ms. Sillin is certainly doing her best, it seems negligent on the part of the 
administration to have cut social studies from the curriculum in order to 
compensate for their poor MCAS scores. 
Similarly, in the following case discussion excerpt, participants discussed the role of 
administration in making good curricular decisions: 
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Teacher: .... so what other root issues would you identify in this case? 
Students: Urn, I think it is the people her make the crazy cuuiculum decisions. 
There is too much of a focus on reading and math to get them prepped for a test. 
I would have to say I agree. We don't have much flexibility in our school because 
we there is always this test over our heads. And it is crazy, we have students come 
in right from another country and on their first day they anive they have to take 
this test. 
Teacher: Wow .... now we are getting somewhere. (laughs) Who makes these 
decisions? Why are they made? Whom do they serve? What are the implications 
of these decisions? 
Students: It is the administration. 
If you really ask me, urn, it is the state and policymakers. 
Teacher: So .. why do you say their decisions don't serve leamers? 
Students: They are not leaming anything. They are just preparing for a test so the 
school and state is safe and satisfied. 
Uh-huh. What's worse is that these kids could be leaming writing and math across 
the cuniculum. 
In my school, the kids only get 20 minutes for recess, and after whoofing down 
their food that doesn't leave them with anything but 12 minutes to play and then it 
is back to the dry test prep schedule. 
(silence) 
Teacher: Well, given the state ofELL policy, we may not be able to change the 
fact that the test exists. 
Students: (laughing) 
Teacher: My question is this: is there a way to both prepare these students for the 
test and provide opportunities for content teaming and critical and creative 
thinking? 
Students: I have seen it done well in my setting. 
Me too. I think it just takes time. 
Yeah, but teachers are afraid to do this because if the language head comes in to 
observe or even the principal, they immediately question you. 
Wow, that sounds like an intense working environment. 
(laughs) 
It is, but I think there are still ways to do what you need to and defend anything 
else. 
Teacher: Voila! ... evidence-based practice ... 
Collaboration and professional development are key . Data from the case 
indicate participants expanded their consideration of collaboration for professional 
development and problem-solving. In a pre-case decision paper, Alexi commends fact 
that the teacher knew enough to collaborate with the social worker when dealing with a 
159 
situation beyond her skills/expertise: 
I believe that Ms. Sillin has done an excellent job at referring Abdul to the social 
worker rather than going it alone. I would advise Ms. Sillin to have him be seen 
by a specialist. It could be possible that he has a learning disability. 
Miguel mulled over the need for the teacher to seek ideas for professional development, 
even if it is by seeking advice from colleagues. In a post-case reflection paper, he wrote: 
In order to help them see the situation in a new light, some sort of professional 
development might be called for. It is very easy to become accustomed to doing 
things the same way as before, and not developing new or augmented methods. 
Perhaps in seeking out some new methodology or even just advice from others in 
terms of situations parallel to their own, but in any case, this will certainly help 
them in issues like getting students involved or engaged with the content. 
In a post-case reflection paper, Bella mentioned that it is unrealistic for teachers to 
attempt to solve classroom issues in isolation: 
Some situations and certain students are simply too large to be taken on alone, 
and it is unrealistic to think you can solve all of the problems in your students' 
lives or all of the issues facing your school. Teachers must realize what they can 
and cannot control. I feel like I'm just begiru1ing to learn this. 
Negative impact of high stakes testing. The negative impact of high stakes 
testing emerged as a teacher thinking theme among the participants. In a post-case 
reflection paper, Bella mentioned that the MCAS oriented curriculum does not prepare 
ELLs for middle school: 
This brings us to the central issue of preparing these students to enter the 
mainstreamed middle school classroom. With such an intense focus on English 
language arts and mathematics, the elementary school may be rectifying the 
MCAS score gap, but they are neglecting to provide a complete education to these 
students. Social studies is a vital part of elementary education and to erase it 
completely from the curriculum is a travesty. Not providing these students with a 
consistent exposure to history, and not allowing the students to think critically 
about their learning are not truly preparing these students prepared for middle 
school. 
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Scope of teaching responsibilities. Data from the pre and post case papers and 
case discussions point to participant consideration of the wide scope oflanguage teaching 
responsibilities . In a post-case reflection paper, Bella noted: 
I'm also starting to see how vast the responsibilities of teaching are. 
Through the discussion of this case, Mai realized that language teachers' responsibilities 
can only include what is within their ability to fix. Rather than trying to ameliorate all of 
the issues ELL students face in their homes, she discovered that she can only fix what 
happens in her classroom, which is enough: 
One thing I realized and it was brought up during the class discussion was that 
there are things that we, as teachers, can control, and there are things that we 
cannot. I came to this realization after the discussion that day, and it is rather 
unfortunate to feel that way. On the other hand, it is impossible to change my 
students ' lives to make them better. That is not what I am signed up for, and that 
is not teacher's job. I tend to be buried in a pile of problems and think about how 
to make their lives better, how to make them happier, and how to guide them 
through their lives so that they have better opportunities in their lives. I realized 
that day that it is not my job, and I cannot change their lives out side of school. 
What I need to concentrate is what I could do for my students, as a teacher, to 
suppmi and provide emotional and language support in English Immersion 
classroom, and have them ready for middle school: not changing their lives by 
solving issues within their families. 
Dispositions 
Self-efficacy. Participants noted that the case experience enhanced their sense of 
self-efficacy by reassuring them of their original decision or enriching their thinking 
about it. Amy wrote in a post-case reflection paper. In a post-case reflection paper, Elisa 
wrote: 
I think that I would still try my original decision, but I would add to it. 
Miguel brought up this topic in a post-case reflection paper: 
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My first instincts were affirmed and enhanced. I feel ready to deal with similar 
scenarios in the future but hopeful that I don't. 
In a post-case reflection paper, Mai added: 
Each case makes me feel more able to confront these obstacles. 
In a post-case discussion paper, Bella noted: 
I am finding myself more and more confident in my choices after these discussion 
and analyses. 
Perseverance. The data point to participant reflection on language teacher 
persistence against all odds as an emergent theme. In a pre-case decision paper, Alice 
recognized and praised the teachers' relentless dedication to teaching and learning: 
Still, this teacher is to be commended when it appears that she wants to reach out 
to her students despite the behavior issues. She is vested in her job and finds ways 
to make the curriculum worth the students' time. Her work ethics make her want 
to and strive to involve the parents of her students and still, she is disappointed in 
that area. 
In a post-case reflection paper, Beth mentioned that it was reassuring to see how a good 
teacher relentlessly approaches a difficult situation with new solutions. She also 
commented on her thinking about pockets of hope that teachers can create in the most 
difficult teaching environments: 
I was also struck by how well the teacher was handling a difficult situation. It 
was a relief to read a study in which the teacher seemed really to be doing many 
of the best possible things for the students. Some of the teachers presented in the 
other studies seemed not to be making the best choices for their classes. On the 
whole, I was at first discouraged by this study, but I later felt heartened by the 
ability of the teacher to make good choices that could have positive effects in her 
classroom. The best a teacher can do is look at a situation, try hard to make the 
best of it and create the best environment for learning poss ible. No situation is 
going to be perfect. 
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Recognizing burnout and dealing with it. The evidence in the case points to 
participant enhanced consideration of identification and coping strategies for language 
teacher burnout. Taking a teacher's overall mental wellness into consideration, Miguel 
noted the fine line between identifying whether an unhealthy work environment versus 
losing sight of a faithful disposition: 
I stand very firmly in saying that one of my primary concerns is the very personal 
well being of the teacher in question. If the job is causing them great personal 
strife and strain, then there must be something greatly wrong. While the 
profession is challenging and will tire even the most experienced teachers, there is 
no reason that some sort of psychological toll should be taken on the individual. 
There should not be moments where parts of one's life are made impossible due 
to teaching. It is in situations such as these that it really becomes a necessity and 
responsibility on his/her own part to seek assistance. If the job has come to be 
more harmful than good, it is time for a reevaluation ofterms. For the sake of this 
case, however, let us presume that this teacher wishes to continue along in the 
profession, but has simply lost faith in her ability to fix the situation or perhaps is 
just out of ideas. 
The following excerpt from the case discussion transcript also underscores this theme: 
Students: .... this teacher needs a total recharge. 
(laughing) 
Seriously, she needs to look at her teaching and admit to herself that something is 
wrong. 
Teacher: I want to reiterate that the purpose of these discussions is never to knock 
these excellent teachers down for their work, but to learn from their 
struggles .. .. ok .... proceed .. 
Students: Yes! Ok, so I think she needs to assess her own burnout level. 
Agreed. 
Totally. Uh, she is well , you know in need of some inspiration. 
She will get it by talking to peers, taking a break 
Yeah and attending conferences. But even talking to teachers at her school... 
Teaching as process/continuous learn ing. A reflection on the continuous 
process of leaming and becoming a teacher emerged in the data. In a post-case reflection 
paper, Amy considered language teaching as a continuous leaming process, even for the 
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best teachers. She remarked: 
Through the Sillan case I learned that even flexible, engaged teachers can have 
trouble resolving their problems and it is a constant process. 
Jaime realized, through the case discussion, that teaching is a craft that is refined through 
expenence: 
I'm quick to feel down about myself when a lesson doesn't go well or I feel like 
I'm not doing a good job. This case made me remember that it is going to take me 
many years, like it takes every good teacher, to refine my approach and perfect 
my classroom practices. 
Flexibility and adaptability. Participants noted that the preparation for 
unpredictability is a key disposition for language teachers. In a post-case reflection paper, 
Jaime described her enhanced thinking about the climate of unpredictability that teachers 
have to be prepared teach in every year: 
This case made me realize that every year and every situation in which I will 
teach is going to be different and is likely to have a unique set of challenges. 
Bella commented in her pre-case decision paper: 
These teachers have to be prepared for whatever comes in their direction. 
Problem-Solving Orientation 
The benefits of problem-solving via the case line of analysis emerged as a theme in the 
data. Amy reflected on her continuous learning of a systematic approach to language 
education issues. She also remarked on how this problem-solving approach gives her a 
sense of preparedness for dealing with issues that may arise in the future. She noted : 
In the future, I think that these issues will arise, and I'll be able to think about 
them using this method. I am continuously learning how to approach these 
problems in a critical and systematic way. 
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In a post-case reflection paper, Bella confessed that she hadn't seen the curricular 
possibility of integrating social studies into the ESL block until the case discussion 
required her to step back and look at the big picture. She explained her realization that if 
teachers conduct a big picture analysis, they will be able to see more solutions: 
I hadn't realized that Ms. Sillin had a 30-minute period designated for ESL that 
she could use to compensate for lacking content instruction. By taking a step back 
and looking at every aspect of a dilemma, including scheduling, the teacher will 
be able to see solutions. 
Suzette also came to the realization that looking at the big picture is an essential 
component of analyzing issues in the language classroom. In a post-case reflection paper, 
she commented: 
Discussion of this case made me realize that I had not been considering all aspects 
of the problems. I had been thinking too much about the teacher and the students, 
and not taking into account the whole situation: town, school , culture of the 
students, etc. Consequently the discussion made me reevaluate my 'decisions', 
and made me think of new aspects as we were discussing. 
In a post-case discussion paper, Elisa wrote: 
These case studies allow me to see the cases from many perspectives. 
In a post-case decision paper, Amy reflected on the idea that case solutions are 
multidimensional. She wrote: 
The solutions to these cases must be multi-dimensional. I don ' t think that 
changing one thing is going to fix every problem. 
Similarly, Beth discussed the need for a holistic approach to solving difficult situations: 
This case illustrates to me the importance of maintaining a holistic perspective in 
a difficult situation. The teacher needs to avoid focusing on one issue and do her 
best to manage the class in all aspects, to the best of her ability. 
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Praxis 
The data from the case suggest that some participants made changes in their field 
teaching contexts as a result of the case experience. In a post-case reflection paper, Amy 
elaborated on the current and future influence this case discussion had/will have on her 
classroom management choices. She wrote: 
I have been trying to use positive reinforcement in my classroom management 
practices since the case discussion. I also find myself more considerate of 
students cultures when problem solving, especially when facing issues of 
speaking in class and behavior. 
Beth admitted that after the case experience, she also incorporated positive reinforcement 
into her language teaching strategies. She wrote: 
I found the suggestions for helping with class management of particular 
importance, not just for the purposes of solving this case study, but also for my 
own classroom experience. Positive reinforcement seems to be a necessary 
element of a well-controlled classroom and something that is often lacking. 
Mai, the author of this case, reported how she had integrated positive reinforcement 
approaches into her classroom as a direct result of the case experience. In a post-case 
reflection paper, she wrote: 
In the case study of Ms. Sill in, it was interesting and helpful to hear what my 
classmates had to say, since it was my case study. Classroom behaviors seemed 
to be problematic throughout last semester when I wrote this case study, and it 
had actually been a challenge for me, especially when I took over few classes. 
Since the case discussion, I have started a new system by complementing students 
with modeled behaviors, and by having them put marbles in ajar. If the jar 
becomes full , we will have a lunch together with Ms. Sillin and myself or have an 
extra recess as a class. They have to earn it by working hard, by behaving 
considerately to others, and by working together as a class. The results have been 
very positive and disruptions have been minimized. 
I am also interested in tlnding ways to involve parents in the academic lives of 
their children as much as possible. I hope that they school that I eventually work 
at has a strong (and inclusive) PTA and programs for parents. If it doesn ' t, it is 
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one of my professional goals to help the parents of my students also better their 
lives through continued education. 
In a post-case reflection paper, Alice describe her strategy for engaging with the parents 
of her learners as a direct result of the case experience: 
What I mostly got out of the case is that there are many things teachers can do to 
reach out to parents. For example, I don't speak Spanish and earlier this week, 
something happened with one of the kids in my class that made me decide to call 
the mom and chat a little bit. I got on Google translator when I got home, 
translated what I wanted to ask the mom into Spanish and called her. I was able to 
find out what I wanted to know and I think this tells the mom that as her kid's 
teacher, I care enough to take it on myself to talk with her. This happened the day 
my mentor teacher was out and I was responsible for the class and the next day, 
the little girl told the regular teacher with big eyes that I called her mom, we 
talked, her mom understood me! It seemed like a big deal (and it was all positive) 
that the teacher actually called mom despite the fact that mom didn't speak 
English. Being a French speaker, I can understand a little bit of Spanish when it ' s 
very basic and this might have not been possible at all with my Arabic speaker in 
the class. But if a teacher is resourceful, she can find a way to have someone who 
speaks the student's language help meet the parent personally and extend an open 
invitation to classroom or school events. 
In a post-case reflection paper, Susanne noted that she was inspired to purchase two new 
texts for her own professional growth 
After these discussions, I was interested in finding out more about the books we 
discussed: Teaching other people's children, and Understanding your international 
students. I bought them and these books have helped me to keep in the forefront 
of my mind the cultural-difference aspect that could be behind my student-teacher 
relationship problems. 
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Critical Incident Reports and Interviews 
The findings from the critical incident reports and interviews suggest that, overall the 
case experiences had a significant impact on teacher thinking. 
Beliefs 
The data from the critical incident reports suggest that participants reflected on and 
developed their language teaching beliefs. 
Benefits of critical dialogue with peers. Participants indicated that they 
critically reflected on the impact of critical dialogue with peers. In Alexi's critical 
incident report, she explained how she was initially skeptical of the case method 
approach, and then came to realize that she benefited greatly from listening to her peers' 
ideas. She also noted that this modeled collaborative learning environments : 
I left the first day of class confused and frustrated. The first day of class we 
discussed the red Student Teacher Handbook and our teacher gave us an overview 
ofthe semesters case based class. I left the School of Education thinking that the 
class was going to be a lot of work and a waste of my time. I had never taken a 
college or graduate level class that did not have assigned at least two textbooks 
that we had to read, study and later be tested on. I was skeptical that I would 
learn anything of true value, seeing as how there was not textbook that gave the 
scientific proof of what was right and wrong. There was no textbook that I could 
flip the pages back to the index, look up my question, and have it be answered in 
a paragraph or less. How would I learn everything from my peers? Were they 
much smarter than me and could tell me the solutions to my teaching problems? 
I did not see the relevance of listening to my peers complain about our 
cooperating teachers multiple flaws. I thought it to be borderline di srespectful. 
What right did I have, having no experience myself: in critiquing a 30 year old 
veteran teacher. I wondered that day ifthe skeptici sm that I had for learning 
anything on this Friday aftemoon class would diminish. 
After reading the case studies, writing the pre-case studies, analyzing and solving 
the problems of the cases and writing the post-case studies, 1 can honestly say this 
class has been, by far, the most beneficial class I have yet to take in graduate 
school. I realized that teaching can be best taught, ironically, through the creative 
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ideas and opinions of others through a formal (and even informal) discussion. 
She also added that since the dialogic environment felt comfortable and the topics were 
written by her peers, she was engaged: 
Typically in a graduate level courses, I am stressed out before the class even 
begins. I am stressed out trying to decipher exactly what the authors of, usually, 
dense and comprehensive readings are trying to say. I am nervous during class of 
being called upon to translate on the spot the readings. After class, I leave more 
confused than I was about the readings before entering the doors of the classroom. 
This case based course, however, arose in me an entirely different feeling. I felt 
comfortable reading the material because it was readings written by my peers. 
The cases were simple, straightforward, and interesting. 
In an interview, Bella described the significance of the emotional support the community 
oflearners in the case discussions offered : 
The case-study discussions have also provided me with an opportunity to 'vent' 
and gain feedback on specific issues that I am having within my classroom, either 
with curriculum, individual students, my cooperating teacher, or any other issue 
that a new teacher may come across. Having a support group of new teachers who 
are experiencing exactly the same issues that I am has been an invaluable 
resource. 
Miguel also noted how helpful it was to have a safe space to vent: 
On a more human note, the cases served as a good means of catharsis as well. 
They were incidents, which had occurred some months ago, and in some cases, 
were no longer part of the picture in this past semester. At least in the case of 
particular students or class-groups, this was true for those of us teaching across 
the river. While maybe the specific incidents may not have been around, or may 
have ended, the situations that brought them to light had probably not. In fact, the 
same types of frustrations and difficulties would happen in all of our classrooms, 
playing themselves out in some form. In my case, it is certainly true that things 
continued to be hectic, chaotic, and somewhat bewildering at times because of 
this. The fact of the matter was, however, I could understand from where this 
came and what solutions existed, at least from my position. 
She also reiterated that despite exposure to multiple scenarios, the lessons were always 
applicable: 
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While this case dealt exclusively with the challenges of a pull-out ESL program, 
the take-away is universal. 
In her critical incident report, Mai commented on the benefits of working together with 
her peers to come up with solutions to real-life issues: 
It was beneficial for me to see what kind of issues other classmates are facing in 
their classrooms, and what solutions we could come up with as a class. When I 
think about my case studies discussion experience, one proverb comes into my 
mind: Two heads are better than one. Through discussion, as a class, we came up 
numerous solutions to each problem, which I may not have come up with 
otherwise. As I experienced with discussion on my case study, I realized that I 
couldn ' t control all the factors that influence students' learning, especially family 
issues. I need to pick the battle and focus on what I can change with the best of 
my capacity. Similarly, it is possible to incorporate social studies component into 
literacy focused schedule and still include literacy activity. I was successful 
integrating these two different subjects in one thematic unit after getting the idea 
from discussing Betsy's case study. Furthennore, exit activity can serve as an 
informal assessment at the end of each lesson, and quickly assess students ' level 
of understanding the content. When I was at a lost about especially behavioral 
issues in the classroom, I was able to incorporate other classmates' point of view, 
and changed my attitude towards teaching in the classroom, which helped me 
greatly to make student-teaching a valuable experience. 
Miguel wrote in his critical incident report: 
This is another lesson learned in this past semester, analyzing the work of others 
and that of myself: the impmiance of constant new experiences and learning. 
Without it, all things would run dry and lose their original interest. 
In her critical incident report, Amy cited the positive effects learning with her peers had 
on her philosophy: 
Our class was composed of students with a wide variety of experiences and 
different points of view and styles ofteaching. This led to interesting discussions 
and solutions. My outlook on teaching evolved throughout the semester as I 
incorporated new ideas into my teaching philosophy. 
In an interview, Suzette highlighted the sense of comfort she found in having a peer 
group with whom she could identify and share her ideas: 
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Some themes were raised in several cases, which showed that different students 
were having similar experiences. It's good to feel that you' re not the only one, 
and therefore not alone in trying to come up with solutions. Thus all the students 
were engaged in the learning process- one of the themes that we constantly 
addressed. 
Communication is key. Data from the critical incident reports highlight the 
development of participant thinking about the power of communication in language 
teaching settings. In her critical incident report, Alice described the positive impact that 
communication had in her field setting and how one of the case discussion reinforced this 
understanding: 
My first 2 weeks student teaching, I didn't have good classroom management and 
although my class wasn't out of control , the kids who were bound to misbehave 
were terribly doing so because they could sense my tentativeness. I was motiified 
but decided to speak with my cooperating teacher to get advice. She gave me 
suggestions, which basically boiled down to reminding the students of what the 
classroom rules are, and following through with the consequences if the rules 
were broken! I braced myself and followed her advice. How pleasantly surprised 
was I to realize that kids do actually respond to structure, when presented with 
attainable goals within that structure! I reminisced over that incident later on in 
the semester, when we discussed cases in which one of the main problems was 
lack of communication between teachers. Speaking to another teacher and seeking 
assistance with my behavior issue did help me a great deal indeed (and benefitted 
the class as well since learning time wasn't wasted as much anymore). So much 
can be accomplished or avoided if only teachers commtmicated. With ELL 
teachers, it is important that communication exists between them and mainstream 
classroom teachers; to share curriculum high and low points for instance. 
During an interview, Mai expressed how the dialogic experience of communicating with 
her peer about the cases was transformative: 
Teacher: So, how would you describe the case study experience? 
Student: Umm, I thought it was interesting because I' ve never read case studies 
before. And I think it was a great opportunity to learn from other classmates. I 
realize that this process of sharing your thoughts with pairs is necessary and 
useful. What they ' re facing and what problems they ' re trying to solve because, 
their problems are not necessarily the same problems that I have in the classroom. 
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So in that kind of sense, it was very informative and umm I think it was really ... I 
think I learned a lot from my other classmates. 
Beth marveled at the example of effective communication in the RyeCatcher case and 
expressed how this impacted her thinking. She connected this lesson to her own field 
placement: 
The second case that greatly helped me in my teaching practice was 
"Ryecatcher." This impressed upon me the importance of school-wide 
communication. In this case a great teacher was unable to effectively instruct her 
students because of a disconnect between her instruction and that of the teachers 
in other subject areas. While this case dealt exclusively with the challenges of a 
pull-out ESL program, the take-away is universal ... 
In my own practice in an immersion room, the students must be prepared after a 
year in my room to enter either a higher-level immersion classroom, or in some 
cases, to go directly into a mainstream second or third grade classroom. Because 
of this, my students must have the skills necessary to succeed academically in 
those situations. Just as in the Ryecatcher school where Mrs. Robinson must 
work with the mainstream teachers in planning curriculum and lessons that will 
meet her ESL students needs, in my own practice, it is important for me to 
understand the expectations of the other teachers where my students will be 
heading next year to prepare them for those challenges. Therefore, meetings with 
the other immersion teachers and the second and third grade teachers is of 
paramount importance. Teachers must work together across levels and grades in 
order to provide the best and most cohesive instruction suited to all students' 
learning needs. 
Amy discussed her intrigue with the theme of communication in her critical incident 
report: 
Another reoccurring theme that intrigued me was the idea of how to facilitate 
communication within schools. In so many of these case studies our discussion 
led to the need for communication-communication with students, 
communications with other teachers, communication with administrators . This 
communication could help some of the burnt out teachers that we read about and 
help with classroom management issues. 
Elisa also reflected on the power of communication to solve the cases in her critical 
incident report: 
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Clarity of communication is perhaps the other issue that has caused the greatest 
amount of grief in these cases, as it seems. In this end, I had tried to remain as 
carefully communicative as possible with just about anyone. My intentions or 
plans were always brought up to the cooperating teacher as best as they could be, 
often taking the time to know that I would likely repeat myself in the near future 
with the amount of things going on at any one given time. My students ' questions 
or issues were always fielded, and they were an inquisitive group, which lead to 
many great discussions on topics of either historical or linguistic importance 
Language teacher as advocate. The data from the case suggests that participants 
increased their awareness of the role of language teachers as advocates. Alexi described 
how her thinking developed regarding language teachers as advocates in the face of 
ineffective administration: 
Being a teacher we are forced to follow the rules of the administration. Sometimes 
these administration rules do not always benefit the students learning in your 
classroom. Betsy's case study taught me, that sometimes a teacher needs to 
challenge the rules of authority. This challenge must be done in a non-
confrontational way and never be done alone. One must present an opinion, back 
up the opinion with facts and data and always be with a couple of other teachers 
when staking your claim. With the way schools are running now, I believe that I 
will definitely be put in this type of situation. Due to (Beth's) case study and the 
discussion following the case study, I am now prepared for when that day comes. 
She also explained how this topic was especially reinforced in her thinking after her own 
case study class discussion: 
The third most influential case study discussion was my own. My case study was 
important because it showed me that a teacher must be an advocate for his/her 
students, especially when these students are ESL students. I never realized how 
much ESL students rely on and look up to their ESL teachers for help and 
support. This discussion taught me that it is I who needs to be vigilant and always 
on the lookout that the ESL students are getting all the necessary tools and 
instruction to learn. After coming to the conclusion that my cooperating teacher 
needs to step up to the bat and do more extra work to help her students and needs 
to confront the teacher who are not giving the ESL students the best instruction , I 
realized that the road I could take might not be easy and could potentially create 
enemies along the way. This road, however, is the right road. It is the road right 
road to take because it is helping the students. If the ESL is not going to be the 
number one advocate for her students, then who is? 
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Beth wrote about how the case experience made her realize ELL teachers especially have 
to advocate for their students when policies work against them, especially when their 
parents may not know how to advocate: 
The first was "Effective Instructional Interventions for Struggling ELLs," which 
demonstrated the importance of teacher as an advocate for his or her students. 
The students in this school were being forced into an inappropriate English level 
from their pre-school resulting from a change in the district policy. This change 
was doing a disservice to the students and their academic and English 
instructional needs. This case highlights what I have seen again and again in my 
own ESL classroom: that students need an advocate and even more so ESL 
students need an advocate. Most educational policy is created with political 
agendas without a thought for the well-being of the students. It the teachers job to 
step in and demand the best education possible for their students despite policy 
decisions. Many of the students in ESL classes are not receiving the kind of 
support that they need at home or do not have parents who are well informed 
about the United States educational system who are able to make well-informed 
decisions about their sons and daughters education. Therefore, the ESL teacher 
becomes the person most important in demanding the best educational 
opportunities possible for their students. 
Teacher Disposition 
Participant reflection on and development of professional dispositions emerged as a 
theme in the critical incident reports and interviews. 
Passion for teaching. Many participants discussed passion as an essential 
language teacher disposition emerged in the data. In her critical incident report, Alexi 
discussed her deepened consideration of passion in language students. She described how 
Jaime's case inspired her to go home and write a card to her future self' with advice for 
avoiding burnout: 
A second case study that influenced my values about teaching, was Jackie's case 
study. After a heavy dose of criticizing (Jaime's) cooperating teacher, 1 panicked. 
I wondered if that old teacher used to share my same passion for teaching. I 
wondered if she started off with the same enthusiasm about teaching. I wondered 
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if 30 years down the road if a student teacher would be talking this way about me. 
I immediately went home and wrote a letter to myself. The enveloped was sealed 
and addressed to me. The envelope also had written on it: Do not open, unless 
becoming burnt out. I wrote about the (Jaime's) case in the letter. I wrote about 
how impmiant it is to make sure that same passion for teaching you had at the 
first day of student teaching must remain with you until your last day of 
retirement. I reminded myself that my passion, my enthusiasm, my energy level 
was completely and utterly transferable to the students. Ifl did not show these 
emotions, then my students learning and attitudes toward learning would also 
suffer, just as Jackie's cooperating teacher's classroom had. 
In an interview, Haejin noted: 
A lot of the cases were a result of the teacher losing sight of her love of the 
profession. The cliche you should love what you do is right on here. I mean, these 
cases totally made me realize that my passion or lack thereof will affect their 
learning. 
Similarly, in a critical incident report , Susan wrote: 
At the end of many of these cases, I was reminded to stay excited about the topic I 
teach 
In an interview, Bella remarked: 
The case about Oxford High and a few others really hit home in the sense that the 
teacher's lack of love for job that was a root cause of the problem. I am young and 
idealistic now, but I hope to remember this lesson. 
Positive attitude and hope. In her critical incident report, Beth expressed how 
the case experience reminded to have a positive mindset to avoid burnout when 
confronted with daily issues: 
It is important for Ms. Sill in and for myself not to get bogged down in any own 
specific challenge of ESL education. Each day there are going to many different 
issues, all seemingly impossibly difficult, the key is to take one thing at a time 
and focus on providing the best overall instruction possible. 
Elisa detailed in her critical incident report that she was reminded that varied and 
reconsidered lesson planning helps teachers to avoid burnout: 
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The unfortunate state of teachers who found themselves in ruts was a constant 
reminder not to allow one to slip. Consistent calls for varied or rethought lesson 
planning and execution were what typically came to the forefront as I would sit 
down to plan a day. This process will help me to stay positive-minded instead of 
in a rut. 
In her critical incident report, Haejin mentioned her developed awareness of teacher 
attitudes and the influence on language learning: 
Most importantly, I have learned through the cases studies that in a language 
classroom, the teacher has to have a positive and energetic attitude. Many of the 
students who immigrate to the United States come from broken homes, or they are 
escaping the dangers of their home country. The students do not need to enter 
come to school in a new environment where the teacher is unenthusiastic and not 
invested in the education of the students. 
In an interview, Suzette mentioned: 
Hope is everything, especially in the scenarios we were presented this semester. I 
see this in my current position. There are a lot of issues to confront and you have 
to continue to hope and believe in the best outcomes for the students. We talked 
so much this semester about how spreading despair and negativity will only make 
bad situations worse. 
Self-efficacy. Numerous participants expressed an increased sense of self-
efficacy. In her critical incident report, Alice wrote: 
My values and attitudes about teaching in context were reinforced by the case 
studies. I believed that language teachers had to be deliberate in using successful 
and proven methods of teaching ELLs. The case studies confirmed that smooth-
running classrooms where students maximize their learning time are the kinds of 
classrooms where teachers: 
-Build the students ' background knowledge 
-Design lesson plans that are engaging and academically appropriate 
The discussions made me feel more confident about my ideas. 
Beth expressed her increased confidence in her future ability to problem solve creatively 
and critically: 
Using this model in our seminar allowed me to learn how to think critically about 
these problems and develop creative and thoughtful solutions. This seminar 
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method will serve to make me a better teacher who is able to think critically in 
many different situations. The three cases I discussed here were the most 
beneficial in my teaching practice because they directly related to issues and 
situations that I see daily in my classroom, but I found value in all of the cases. 
Each case regardless of grade level or subject area was helpful in thinking about 
the challenges that teachers confront everyday. 
Problem Solving Orientation 
Problem solving emerged as a participant learning theme in the data. Amy admitted that 
the case-based learning experience provided her with a pattern of thinking for analyzing 
language classroom issues: 
The discussions also gave me the tools to analyze problems in the classroom. 
Start with the underlying issues, look at the context, and then see what the big 
problems are and how they can be solved. This is important because when you 
have the tools to approach problems in a systematic way they don' t seem quite so 
overwhelming. 
In her critical incident report, Bella explained how exposure to a variety of cases and 
issues equipped her with the critical thinking skill s that she was able to use in practice: 
The case study model allowed me to look critically at a variety of different 
problematic teaching scenarios and design different pedagogical modules and 
discuss the environmental, social and school factors that created those teaching 
difficulties. The solutions we developed in class provided me with the critical 
thinking skills necessary to use when looking at the challenges presented in my 
own student teaching practice. I was then able to transfer what I learned in 
seminar to practice in my classroom. There were three cases that resonated 
particularly strongly with me for use in my own teaching practice. 
In her critical incident report, Suzette discussed the benefits of multiple perspectives 
offered in the discussions: 
What is also interesting is that different students saw the cases in different lights. 
What one viewed as important was not the same as someone else's point of view. 
So how one would deal with the dilemma differed from student to student. This 
meant that many ideas were raised and the results were stimulating. 
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Conscious pedagogy and big picture thinking. Many participants noted 
developed awareness of conscious pedagogy and big picture thinking. In her critical 
incident report, Beth described the case method's influence on her holistic perspective of 
issues in her classroom: 
The third case which was important for my own practice was Ms. Sillin's room in 
the case "Are they ready for middle school?" which most reminded me of my own 
situation. The analysis of this case encouraged me to look at my own teaching 
from a more holistic perspective. It is easy in ESL teaching to be discouraged by 
the sheer number of issues and factors that can effect both instruction and the 
students learning. 
Miguel also noted his in his critical incident report: 
The most important aspect of the last semester, in terms of anything pedagogical 
sums itself up, I think, in perhaps a few words: take a step back and reassess. 
While something that I normally do, I have honed this ability over the past few 
months more so than ever. It is a rather unique asset, the ability to look upon a 
situation, consider its very many angles, and take an informed action. Doing this 
in a more constructed and guided fashion than one would be left to do on his or 
her own has certainly provided insight on not only the reflective or analytical 
process, but also the myriad of issues placed in the field of education. 
The critical role of language teachers in the student placement process. A 
number of participants considered the critical role oflanguage teachers in the language 
student placement process. Beth mentioned that the case experience caused her to think 
deeply about the critical role of teacher identification of student needs in the placement 
process. She also reflected on the long-term implications of these decisions: 
The case discussions made me very sensitive about the placement process. In my 
own classroom, the students will be placed in various classrooms next year. It is 
my cooperating teachers job to assess the students abilities and make sure that 
they will be placed in the best environment possible, whatever that means. Some 
students will continue with her next year, some will progress to the next level of 
ESL, and some will enter either the mainstream second or third grade. This 
placement will greatly affect the students' academic success in the coming years. 
It is critical that the teacher deeply understand each student's specific needs in 
178 
order to place them in the correct classroom and fight the decision if the 
administration decides otherwise for reasons of numbers or test scores. 
In an interview, Miguel stated: 
Foreign language teachers, in the end, are responsible for reporting student 
outcomes to the department head or administration. This information is 
determined to, uh, determine the future for each student in terms of level 
placements, class assignments, you know. If language teachers do not 
methodically assess and monitor student gains and provide thorough assessment 
then the negative outcome is poorly placed students. So, I guess what I got out of 
a few of theses cases is the idea that our practical decisions in the classroom really 
do have connection to bigger decisions about their future. 
Critical Reflection 
Many participants expressed a developed awareness of the significance of critical 
reflection on practice. In her critical incident report, Alice remarked: 
The most important outcome I got from the case method, however, is the fact that 
reflection is extremely important! Teachers need to reflect on their teaching 
practices, on the things that go well and also on those that don ' t go so well. In 
order to do so, teachers must seek (and remain genuinely open to) criticism, 
especially constructive criticism. A lot of the issues identified in the various cases 
seem to stem from the fact that the practitioners involved were either in denial, or 
refused to acknowledge that there was a problem. Cases spoke of students 
sleeping in class, violating school rules, not doing homework, and not being 
responsive at all to the teacher. By reflecting on their practices, teachers might 
have been able to troubleshoot some of those issues: like designing and planning 
more engaging lessons to curb the students' tendency to sleep in class; designing 
class rules that are followed up on, and which address the lack of appropriate 
behavior in class (texting in class, chatting, refusing to do work, etc.) 
Jaime admitted that through the case process of writing and discussion with peers, she 
was able to broaden her perspective and shift her thinking. She described her increased 
awareness of the benefits of reading, writing, and discussion for reflection. 
Numerous cases surfaced important issues, which created a springboard for 
practical questions and discussion. These discussions often gave me many new 
insights. In writing about and discussing the cases, I have come to realize things 
that I did not initially realize, as is true with most reflective exercises requiring 
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writing ... the process of reading the case, thinking about the issues at hand, 
writing out my thoughts, then discussing them in class was very productive. On 
more than one occasion, I was made aware of situations that had not been 
apparent to me from my own reading-thinking-writing process. 
Participants noted that they were able to critically reflect on practice because the case 
experiences promoted them to make connections to their field experiences through the 
process of the case experience. In her critical incident report, Alexi expressed the 
relevance of the cases to her practical experiences in the classroom: 
They were also relevant to my own experience. I could honestly relate to each and 
every case study that we discussed. I had either gone thru that same problem 
during the practicum or was definitely headed towards that exact problem. 
This case based course has been the most realistically helpful course I have yet to 
take in graduate school. It has reinforced many theoretical topics but it also 
covered topics that are not necessarily in textbooks. The case based class has 
taught me to never sit silently, to challenge authority (in a productive way) in 
order to help our ESL students learning. It has reinforced opinions such as being a 
motivated teacher. It has also taught me that I should be the first wall of defense 
when it comes to being an advocate for my ESL students. It has taught me 
countless teaching tips, has given me advice on the problems I am facing in 
during my student teaching practicum and will undoubtedly be helpful for my 
future teaching career. 
During an interview, Mai stated: 
.. those problems that other students faced are not necessarily ... maybe not 
applicable to my classroom at the moment. But I can see those problems 
happening in the future. So, I was able to prepare myself. Maybe this would 
happen in my classroom. If that happens, what should I do? And, how should I 
solve it? So it was not only focusing on my classroom, but other people's 
classrooms. And that's really informative. 
Alice explained that the relevance of the case method was a result of discussing real 
issues and experiences facing her peers in their field settings : 
The case-based pedagogy and case method have been very helpful. Each case that 
we discussed and reflected on posed a real issue for teachers, schools, or students, 
and reflecting first on the cases, then discussing them with my classmates 
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contributed in providing valuable answers to big problems that each one of us 
encountered during our practicum experience. 
Summary of Findings 
Oxford High 
In terms of teacher thinking, participants reported a heightened awareness of components 
of effective language teacher dispositions. Such components include: willingness, active-
problem solving, passion, avoidance of burnout. Many participants marveled and 
lamented over the preponderance of teachers who have low standards for language 
learners and considered teacher accountability and student accountability. Data from the 
case indicate that participants understood the benefits of looking at the big picture as it 
enabled them to consider deep rooted issues like the downside of tracking, institutional 
discrimination, and inequitable education. Participants also reported elevated thinking 
about the significance of communication and the use of instructional aids as key 
resources. In terms of praxis, the evidence points to participant planning of engaging, 
challenging, and level-appropriate lessons. One participant reported adjusting her teacher 
disposition. 
Pondview High 
With reference to teacher thinking, participants reported their developed thinking about 
language teachers ' awareness of sociocultural influences on language education (e.g. 
community violence, domestic violence) and language learner side effects (fear, school's 
role, teacher sensitivity). In addition, participants considered the role of administrative 
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support and the effects of school wide culture and language learning. Aspects of 
schoolwide culture that were considered were teacher quality, learning atmosphere, and 
school safety. Participants reported enhanced consideration ofthe following teacher 
dispositions: willingness/motivation, empathy, teacher as advocate, teacher as role model , 
promoting a culture of respect and tolerance and avoiding burnout. Once again, 
participants expressed increased attention to problem solving representations including a 
systematic approach, examining the macro context, and multiple perspectives. 
Additionally, participants emphasized learning about professional development and the 
role of critical reflection on practice. Finally, some participants mentioned increased 
understanding of teaching as a political act. With regard to influences on practice, some 
participants implemented the SlOP and PACE models in their field settings. Moreover, 
some participants used the reading comprehension strategies discussed in the case such as 
popcorn and choral reading. One participant decided to assign group roles to foster more 
effective small group work. 
Are they Ready for Middle School? 
Pmticipants reported the following developed ideas about problem-solving: follow a 
systematic analytical approach, consider all stakeholders, seek multidimensional 
so lutions, and remember to analyze the macro context of any issue. Such big issues that 
emerged were: administrative responsibility to make effective scheduling and curriculum 
decisions; the negative impact of high stakes testing on language and content learning; 
the scope of language teaching responsibilities, and the long tetm ramifications of 
language teaching decisions Through this case, participants also admitted to thinking 
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more profoundly about parent engagement and the agency, flexibility and persistence it 
requires. Many participants highlighted their thinking about the importance of 
epistemological thinking, that by taking distance from the classroom and discussing it, 
you are able to see things that you may have missed before. Teacher disposition themes 
that emerged in participant thinking were persistence, resilience, recognition and 
avoidance ofburnout, commitment, ongoing process of becoming a language teacher, 
preparedness for unpredictable teaching and learning environments. Moreover, 
participants expressed their increased consideration of the significance of home-school 
connections and the acculturation for ELLs. Many participants expressed their 
heightened awareness of and sensitivity toward the acculturation for immigrant learners. 
In tetms of praxis, participants highlighted the following changes they made in their field 
setting as a direct result of the case discussion: engaging more with families, 
incorporating positive reinforcement techniques, and actively choosing to learn 
continuously. 
Critical Incident Reports and Interviews 
Overall, the participants expressed that the case-based pedagogy using student-generated 
cases experience prompted the development of their teacher thinking. Many of the cases 
provided pmiicipants with opportunities to consider and expand their thinking about 
effective language teacher dispositions. In addition, participants reported that the 
experience challenged and developed their beliefs about etlective language teaching and 
learning. Moreover, the data from the critical incident reports and interviews suggest that 
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participants felt they acquired useful problem-solving orientations. Finally, participants 
reported that experience encouraged them to critically reflect on practice. 
Discussion 
In reviewing the data from these three cases, the instructor researcher found a number of 
common factors that may have contributed to the development of teacher thinking. First, 
each of the three cases presented a moral teaching issue, such as a blatant violation of 
evidence-based language teaching principles or flagrant teacher apathy with regard to the 
instruction of certain groups of learners. The data indicates that these particular topics 
encouraged participants to unpack and form their beliefs and dispositions about teaching 
and learning. Moreover, the cases involved teachers and settings with whom most 
participants could identify, facilitating the development of critical reflection on practice. 
Another reason for the development of critical reflection on practice and problem solving 
orientations seems to be that the teachers in these three cases did not act in deliberative 
and intentional manners. Perhaps reading about and discussing these in a rut routines or 
impulsive teacher acts facilitated participant teacher thinking about the power of 
problem-solving skills and critical reflection for language teachers. Additionally, in terms 
ofnanative structure, the authors of these three cases present a healthy balance of facts 
and issues related to both the big context (e.g. school structure, school culture, 
administrative concerns, standardized testing) and the instructional context; even though 
the moral teaching issue in each of these cases requires administrative and policy 
changes, there are still critical and viable solutions to the issue at the level of the 
classroom. Finally. the positive, non-threatening, collegial environment emerged as an 
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ingredient that facilitated the development of teacher thinking. 
The data from the critical incident reports and interviews seem to highlight the 
same factors that lead to the development of teacher thinking for participants in this 
study. 
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CHAPTER6: 
WHEN STUDENT CHOICES DON'T WORK: 
BARRIERS TO LEARNING USING STUDENT-GENERATED CASES AS A 
PRE-SERVICE LANGUAGE TEACHER TRAINING TOOL 
The instructor-research recorded instances when case-based pedagogy using student-
generated cases did not seem to facilitate participant learning. Data from the study 
suggest that three cases-- Classroom Changes in Response to MCAS, Disorder in 
Samothrace, and A Second Grade Sheltered Immersion Classroom-- did not significantly 
impact participant teacher knowledge, thinking, or praxis. Participant accounts in pre and 
post essays and in-class case discussions point to the following perceived barriers to their 
learning: overemphasis on a big picture issue perceived as irrelevant; issues perceived to 
be beyond the control of the teacher; perceived lack of relevance; case complexity; 
perceived lack of preparedness; and solutions perceived as intangible and/or impractical. 
To clarify, big picture issues beyond the control of the classroom teacher are defined as 
non-instructional and curricular issues, including issues related to policy, programmatic 
design, and administrative responsibility. In addition, lack of relevance applies to 
context-specific issues and dilemmas that were not perceived to be universally applicable, 
shared experiences. In some instances, case complexity, or the participant perceived level 
of challenge offered by the information presented, posed as a banier to participant 
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learning. Participant perceived preparedness for addressing the issue(s) presented in 
certain cases emerged as a theme; preparedness is described as case- relevant prior 
knowledge and experiences. Finally, in this study, intangible, impractical solutions are 
described as non-instructional and non-curricular (e.g. teacher dispositions and teacher 
thinking) . 
The following section presents the participant-reported barriers to learning from three of 
the class discussions, followed by corresponding results found in critical incident reports 
and participant interviews. 
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Amy's Case: Classroom Changes in Response to MCAS 
Amy's case illustrates the instructional and professional struggles two SEI Math 
teachers at the Summer Hill School, Ms. Sand Ms. G, encounter while trying to help 
their academically struggling ELL learners in their sheltered math classes meet statewide 
math standards. Both teachers feel mistmderstood and unsupported by the administration 
that blames them for the consistently low ELL student MCAS math scores over the years. 
In hopes of increasing overall school math scores on statewide MCAS tests, the ELL 
Coordinator imposes curricular and instructional changes on the Sheltered English 
Immersion program. Given the wide English proficiency range of learners in their 
classes, Ms. S and Ms. G feel they have been carelessly and unfairly assigned a 
hodgepodge of learners with wildly varying instructional needs by an administration with 
no expertise or professional training in effective sheltered content instruction. To make a 
bad situation worse, their imposed change is for the teachers to combine their separate 
and already pedagogically challenging classes into one "math mega-class", deciding 
between them who will become the new official SEIP math instructor to whom suppm1 
will be given by the administration and from whom outcomes will be demanded. 
Barriers to Learning 
Overemphasis on Big Picture: Issues Beyond the Classroom Teacher's Control 
A number of participants did not feel that they had gained sufficient knowledge 
growth in this case due to an overemphasis on issues beyond the classroom teacher's 
control. 
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Purpose/validity/bias in standardized testing: not relevant to me. The data 
from the case indicate that some participants did not see the purpose and bias of 
standardized tests to be a relevant theme. In a post-case reflection paper, Beth wrote: 
As Amy points out, the MCAS is biased against students who come from other 
countries where "math is not figured in the same way." Additionally, if the 
student gets the correct answer, but cannot find the "right" words to explain how 
s/he got to the answer, no credit is given. On the one hand, I can understand that 
the people who designed MCAS do not want students to be able to get credit for a 
guessed answer. Yet, the result is that if students do not do well on the MCAS 
math, math becomes the entire focus of classes in the school, to the detriment of 
other subjects. So, how are English Language Learners to be expected to use 
language to explain themselves if they receive no language instruction? Although 
this situation is unfortunate, I am not sure how this case connected to my teaching 
context per se. 
In a pre-case decision paper, Susan wrote: 
I understand that there is a lot of pressure for ELL teachers. But, in foreign 
language contexts, we do no (fortunately) have to deal with this stressful reality. I 
have come up with solutions but I honestly cannot see this extreme of an issue in 
my current or future teaching settings. 
To be truly successful in life, of course one must understand basic math concepts 
and possess basic language skills (topics tested in the MCAS). Yet, one must also 
receive a well-rounded education. What good is it to be able to write a five-
paragraph essay, for example, if one does not understand many works that may 
relate to the topic? Likewise, how can a customer service representative in a 
multinational company help the customer who calls in from another country if he 
or she knows nothing about the caller' s culture or history, aspects that may lead to 
resolution or cross-cultural conflict? I am not sure how this will influence my 
daily practice as a foreign language teacher, but it is an important topic for 
schools in general. 
The following excerpt from the case di scussion transcript highlights participants' 
consideration of the issues associated with MCAS testing. During this discussion, a 
student brought up the lack of relevance of this topic to her needs : 
Well at my school the ESL director, mind you they just took their midterms like 
two weeks ago, she wants the ESL teachers to admini ster another test. And 
honestly, the teachers are so confused and know nothing about it. They don ' t 
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know if it' s just for her to get numbers or what. But that's another test that needs 
proctoring which means another week lost of teaching. 
Yeah same at my school. Right now the kids are super burnt out. By this time in 
the school year they don' t want to do any work. 
Yeah I don ' t know why they think that school is over after MCAS. 
Maybe it's because teachers act like it is. 
Mmmm, well either way, the students think they're done. But they' re not so it ' s 
kind of like chaos for teachers to have students with this mentality. 
Well , fortunately, this is not a nightmare issue for foreign language teachers. We 
have standards but they are not high stakes like this. 
Um-hmm. I totally agree. 
Oh, and either way, I am not sure how complaining about decisions that have 
already been made at the policy levels for teachers is going to help us figure out 
day-to-day teaching choices. 
Teacher: What do you think? 
Well, I get looking at the big context and all, but MCAS simply do not affect us 
like they do my ESL colleagues. 
It matters but at the end of the day we still have to go in and teach in spite of any 
policy. 
Big picture thinking/problem solving: But what about the small picture? The 
data points to participant development of big picture thinking in the problem-solving 
process. In a pre-case reflection paper, Susan initially thought that the case was too 
difficult to solve: 
I genuinely have no idea what to suggest Ms. G and Mr. S do. They are facing an 
MCAS situation which will take years to rectify but are only given months. 
In a post-case reflection paper, Susan admits that stated: 
I noticed that Amy' s s case had a problem of a multi-level classroom, but I did not 
write about it because of the bigger issue of the over-focus on MCAS scores to 
the detriment of the students, who now were not getting enough instruction in 
other disciplines because of the over-focus on MCAS. Now I see how multi-level 
strategies can still help to solve some of the issues in the case. It was helpful to 
analyze all aspects ofthe case to see things that I didn ' t emphasize in the pre-case 
paper. However, I still maintain that this case does not provide us with enough 
information about solvable issues in the classroom context. 
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Lack of Relevance 
A few participants expressed that the case was not relevant to their learning needs. In a 
post-case reflection paper, Elisa stated: 
To be frank, this case was frustrating because the issues were not at all connected 
to issues I currently face nor do I suspect that I will ever face. 
In a post-case reflection paper, Susan also expressed that case was not relevant to her 
learning needs. She stated: 
I was able to understand the issues faced by my peers, but I do not at all relate to 
them. I learned that there is not always overlap between the needs of ESL teachers 
and world language teachers. This case was an example of that. 
Case Complexity 
Numerous participants reported that the case narrative was not descriptive enough. In a 
pre-case discussion paper, Alice wrote: 
It is difficult to come up with more effective solutions because of the lack of 
detail in the case with reference to learner backgrounds, detailed instructional 
techniques used, and curriculum examples. I would like to offer more solutions 
but find myself providing incomplete solutions here. 
In a pre-case paper, Susan wrote: 
This case is too narrowly presented. The solutions are limited to the presentation 
of detail about the high pressure context and not classroom issues. It would be 
helpful if the author spent less time describing the program limitations and teacher 
stress levels and more time describing the teaching context. 
The following in-class discussion transcript highlights this point : 
Teacher: Ok, so you have provided me an in-depth description of the larger 
context ofthe school within which this case is embedded .. What about the 
classroom environment? 
Students: It is chaos. (laughter) 
Teacher: Say more 
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It is not at all a teachable environment. There is no contextualized structure to the 
curriculum. 
Yeah, but we really need to learn more about the students and curriculum. 
Right, I felt like I needed more specific examples when I was reading this case 
because here were so many administrative issues and the like. 
I see what you're saying because I was absolutely focused on the greater issues 
than what could actually be done in the classroom. 
Teacher: Ah, ok so what you are saying is that the case did not provide us with 
this pertinent information. Ok, well, fortunately, we have the case author here 
with us today, so let's ask her specific questions you need answered about the 
classroom environment before we proceed with this case. 
Lack of Preparedness 
The data from the case indicates that some participants did not feel equipped with the 
knowledge to solve the issues presented in this case. In a pre-case decision paper, Suzette 
wrote: 
It is nearly impossible to think of one language teaching theory that can be 
applied to solve this issue. I feel like I need training in educational leadership, 
management, and policy to adequately solve the case. 
Similarly, Bella wrote in a pre-case discussion: 
I don' t have any solutions to this case, partly because I do not have the 
background knowledge on the topic . 
In a post-case discussion paper, Jaime wrote: 
As a language teacher, I don ' t think I have the skill set to realistically resolve this 
case. 
Intangible, Impractical Solutions 
Language teacher as change agent, but I don't know teaching 101. Evidence 
from the case suggests that some participants did not see the practicality/tangibility of the 
case solutions. In a post-case reflection paper, Amy discussed the value and limitations of 
the solution to serve as a change agent. She noted that making evidence-based practice 
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can be a pocket of educational change even within a large system where the odds are 
stacked against them is encouraging, but overwhelming: 
The idea of focusing on things one can change is important for this case. One can 
probably not change the schedule at the schools nor the standardized testing. 
However, there are things that one can do to make the best of the situation. In my 
case, the teachers need to fine tune their team teaching and also incorporate 
practices that scaffold learning for a wide variety of proficiency levels. This will 
most certainly be applicable to future instructional situations. Admittedly, this 
case is frustrating because serving as a change agent is only a partial solution. 
After all , will become very tiresome for a teacher after awhile. So, although I 
agree with the premise, I don't think this solution is a panacea. 
The transcript from the case discussion exhibits participant thinking about the role of 
teachers as active change agents: 
It's tiring advocating for your students all the time ... Something is just off about 
this as a solution . .. 
Yeah, I think this is an difficult and unrealistic solution, especially for new 
teachers. We are still trying to learn the ropes and advocating may come across as 
aggressive and could endanger your job. 
Well that's why I think excellent teachers need to get together and umm really 
structure their argument to the school- why it isn't working and what they 
propose as an alternative. 
That's true. 
And one of the biggest problems I see is that people are very willing to complain 
to each other but they don' t speak out to the people in charge. If you don' t like 
something, for a good reason, say something. 
Yeah .. . 
[inaudible conversation-too many students talking at once] 
Teacher: And they're language teachers, if anyone can structure and articulate an 
argument, it should be them [laughs]. 
Students: 
[inaudible conversation-too far away from recorder] 
.. . [laughs] yeah something like The Magic School Bus! 
I think I also realized from reading this case that the administrators aren't really 
the bad guys, they're under just as much pressure as the teachers are. So, I don ' t 
know, talk to them about this and if you really want to see change, you need to 
work with the administrators. 
That ' s so true. During our school meetings, my heart always goes out to the 
principal , like he really cares for his school and wants them to do well. But he ' s 
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under so much pressure and these changes sometimes come from outside, even 
outside of the school district. 
This goes back to my point, though. I think serving as language advocates is risky 
and can only take you so far. 
Similarly, in a post-case discussion paper, Miguel wrote: 
One of the key solutions we came up with is the need for the teacher to advocate 
to the administration on behalf of her students. I think this is powerful. However, 
it would have been much more helpful if we more information about the case 
specifics so we could design solutions for classroom teaching. 
Collaboration can't fix everything. The limitations of collaboration emerged as 
a theme in this case. The following excerpt from the case discussion showed participant 
thinking about collaboration as a process: 
Teacher: Umm anything else you want to say before we close this case? So do 
you feel anything from this case was new or different? 
Students: 
Umm I think, they're working on it. Both of them too really want to try and do 
these things but ... 
It's a process. 
Yeah, I think we need to be mindful of that fact in all collaborations. 
And the process requires communication, patience, and honesty. 
I totally agree, but all of the collaboration in the world is not going to change the 
raw deal these teachers have been given. 
Uh, well, I see your point. It just seems like the issues in this case cannot be 
solved by collaboration alone. That is the frustrating piece of this case. 
Teacher: preat point, but is any case ever just solved by one solution alone? 
Students: No, but there is not much the teachers can do in this case. The external 
barriers are really to blame. 
In a pre-case decision paper, Alexi noted: 
It seems to me that the teachers need to communicate better with each other and 
the administration. However, I do not at all think that this alone will solve the 
issues. But, there is little to speculate on outside of the facts of the case. 
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Beth's Case: A Second Grade Sheltered Immersion Classroom 
This case opens with an understandably frustrated second grade ESL teacher who 
finds herself wrestling within the constraints of a curriculum that does not allow her any 
creativity or flexibility. While Mrs. T. recognizes the value in the school mandated ESL 
literacy curriculum, she nonetheless senses that the lessons overall feel "disjointed." She 
is also concerned that the time spent in literacy instruction takes students away from the 
mainstream social studies and science curriculum. As the case opens, Mrs. T. spends a 
few moments perusing the day ' s literacy lesson, hoping to find some way to embed it into 
a larger social studies or science theme; ultimately , she gives up the idea. The curriculum 
simply does not allow for any modifications, and every instructional moment is strictly 
accounted for within the daily schedule. 
The data from pre and post case essays and in-class case discussions suggests that 
some participants did not believe this case experience produced applicable and effective 
learning outcomes. The participants report the following case experience limitations: (a) 
overemphasis on the big picture (b) intangible, impractical solutions. 
Overemphasis on the Big Picture 
Administrative responsibility/communication: beyond my control. Some 
participants expressed that administrative responsibility and communication were overly 
emphasized issues beyond the teacher' s control. In a post-case reflection paper, Alice 
remarked: 
If the administration at Mrs. Thomas ' school REALLY communicated with its 
teachers, a lot of the unnecessary obstacles that this 2nd grade class faces will not 
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be an issue and so much frustration will be avoided, lessening the negative stress 
and enabling Mrs. Thomas to be the best language teacher she can be. We need 
more details about what can be done in the classroom. 
Jackie also considered the role of administration to be a solution beyond her control. She 
wrote: 
Fm1her, the school schedule seems counter-productive and detrimental to the 
students' ability to learn. Small children need time to run around and not focus on 
reading, and if appropriate time to do so is not given, the necessary amount of 
attention cannot be given to academic tasks. While the Dean School may be trying 
very hard to do what's best for its students, the administrators need to re-evaluate 
their schedule and curriculum and allow teachers to have more decision-making 
power. It could be said that this case is better suited for educational administrators 
than for teachers concerned with issues of practice. 
In a post-case reflection paper, Miguel echoed these statements on the central 
responsibility of school administration in making evidence-based decisions. He 
remarked: 
This case reminded me, by looking at all stakeholders, that the administration 
has to make more informed and educated scheduling and curriculum choices. Is 
the lesson in this case that we just have to cope with or defy administrative 
decisions? 
Elisa also felt that the administration is responsible. However, she did not think that they 
would come to this realization on their own or with the advice of others. She wrote: 
This case was difficult to look at from the start. The problem presented is not 
caused by the teacher or the students but the administration, and a stem talking to 
will not improve the situation at all. The problem is also not isolated to her 
classroom, but it is school and maybe system wide. It is not an easy problem to 
assess or solve because it requires the administration to take ownership of this 
issue. Sadly, I think ELL education has taken a backseat in their eyes. I am still 
struggling to understand a teacher could do in light of her responsibilities. 
In a pre-case decision paper, Mae pointed out that many of the learning issues arise from 
the schedule. She reported: 
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As it was mentioned in the case study, students were misbehaving during lunch, 
which is the only time of the day when they can release their energy. While many 
other suburban schools implement snack time during the middle of morning 
schedules, the students at the Dean School second graders do not have any break 
until lunch period. Certain amount of time for ventilation is effective on students' 
learning as much as it is for adults. Cramming students with literacy instruction 
all in the morning simply use up their energy and their brainpower, which results 
in not having enough motivation and energy to work on their writing skills in the 
afternoon. Changing schedules is important but not within the teacher's 
jurisdiction. 
Drawbacks of high stakes testing for ELLs: interesting, important, but irrelevant. 
Some participants also explained that the drawbacks of high stakes testing for ELLs was 
an important but irrelevant issue. In a post-case reflection paper , Elisa noted the 
different external pressures between MFL and ESL teaching contexts. She mentioned: 
This is, fortunately, a problem that does not really occur in my classroom or 
school setting. The way the textbook I use is organized, it covers grammar, 
vocabulary, and cultural topics in each chapter and according to each theme. I 
think there is less pressure and more intellectual freedom for modem foreign 
language teachers. As a foreign language teacher, I am not as concerned about 
high stakes testing. Policy needs to change for ELLs or this vicious cycle will 
continue for them. 
Intangible, Impractical Solutions 
Creativity. The theme of creativity as a critical language teacher disposition 
emerged in the data. However, some participants described the limitations of this 
solution. In a post-case paper, Haejin reflected on the idea that the best solution to the 
teacher 's Jack of a thematic curriculum was curricular creativity: 
My classmates suggested that she can build a thematic curriculum with what she 
has. All it takes is a little bit of creativity on the teacher ' s part. However, what if 
she is she too tired? How is she expected to magically create? Where will she 
draw her inspiration, ideas, and knowledge from? I do not think she is going to 
wake up magically inspired to create. What if she gets in trouble with her 
administration for not following the rules? There have to be additional options. 
From where my classmates were from, they could see dozens of ways of making a 
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thematic curriculum- I do not think creativity is a solution that the teachers in this 
context want to hear.t 
In a pre-case reflection paper, Alice commented on how curricular creativity facilitates 
learning and she expressed the importance of a school culture that supports creativity. 
She noted: 
If a teacher, especially a good one, isn't allowed to be creative with the official 
curriculum used by a school, the school ' s students lose. Instruction isn't as 
effective as it could be, students and teachers are extremely frustrated, and the 
administration, well, I wonder how aware school administrators are sometimes, of 
the fact that they cause half of their own problems ... With that being said, I am not 
sure how much more we can really get from this case. Curricular creativity is 
necessary for any teacher; I don't think this is an adequate solution. The 
administrators needs to offer an environment of support. 
In a post-case reflection paper, Alexi ref1ected on the power and limitations of curricular 
creativity as a solution. She noted: 
This solution is indeed a challenging one. It requires some creative thinking, but 
with the current pressures she is under, creativity alone may not answer 
everything. Besides, she doesn't really have the mental or emotional space to 
create. 
The following in-class case discussion transcript highlights the participant thinking about 
the limitations of creativity: 
She must use more flexibility with what she teaches and the way she structures 
her lessons and her schedule. Otherwise, there is no point in teachers being highly 
qualified and educated if they are simply robots reading from a script all day and 
acting on orders from their superiors. 
Yeah, but you are dismissing the real constraints. The administrations comes 
down on these teachers if they do not march along through the curriculum as it is. 
I think this your solution is too ideal. 
Teachers should always be held accountable, but they deserve some freedom 
structure their classroom as they see fit. After all, they are the ones who spend the 
most time in direct contact with these groups of students, so it should follows that 
their professional opinion should have some clout in the decision-making process. 
Ok, so flexibility and creativity as a solution. But this is not what will happen in 
reality. 
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What do you mean? 
This is easier than it sounds. As Bella states, she is up against a structure and any 
creativity/flexibility may be viewed by the administration as straying from her 
responsibilities. 
Hopeful limitations. The theme of hope as an essential teacher disposition 
emerged as a theme in the data. However, some participants explained that this was not a 
viable or satisfactory solution. In a post-case discussion paper, Bella wrote: 
After reading this case study, I was nothing but baffled by the situation. I have 
pressed the backspace button continuously on this paper, because I do not know 
what advice I could possibly give to Ms. Thomas. I feel as though Ms. Thomas is 
in an "administration hole" and there is no way for her to get out, unless the 
administration changes. After discussing the many solutions, my most important 
take away from this case is that language teachers have to remain hopeful during a 
turbulent policy time of administration knowing very little about the needs of 
ELLs. I realize that this is not a complete solution and it probably sounds overly 
simplistic. 
Mai reflected similarly in a post-case discussion. She wrote: 
When I first read this case study, I thought there was little that the teacher could 
do in this hopeless and frustrating situation. Analyzing this case study in class, we 
came up with many (more) solutions than I expected, Some of the feel-good 
solutions, like having hope, are not really language teacher solutions. 
Collaboration and communication: good idea, but not enough. The data from 
the case points to increased participant consideration of collaboration in the language 
teaching context. In a post-case reflection paper, Alice reflected on the power of 
collaboration as a solution. She remarked: 
I especially appreciated our attempt at coming up with solutions. One person in 
my small group suggested meeting with all the other teachers (either the teachers 
of the same grade or the teachers of the other sheltered English classrooms or 
both) to discuss the way things are and to find out if these other teachers are 
experiencing the same difficulties Mrs. Thomas is experiencing. I didn ' t give 
much credit to this suggestion at first because I know the school where Mrs. 
Thomas teaches and know that with the way the schools are organized, it would 
most likely be impossible for Mrs. Thomas to use this idea. But then, as I kept 
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thinking about the case and the ideas we came up with as a class, I realized that 
this is good advice to keep in mind for when I find myself in a situation similar to 
Mrs. Thomas' , where the schools aren't organized or set up the way this one 
particular complex is set up and run. It is always good to know the other teachers, 
both the teachers that teach the regular grade of my language program grade, and 
the teachers that teach the same language program as I in the school. Studies have 
shown that when teachers cooperate, share ideas that work or don' t work, plan 
together as much as possible and provide each other with professional support, 
everybody gains, from the teachers themselves to the schools and the students. I 
appreciated this idea but I do not think communication alone will fix everything, I 
am still curious about curricular solutions, if any. 
Also reflecting on collaboration as a solution to this case, Elisa wrote: 
The safest option she could take is to talk to her peers and see how they are 
coping with this rigid schedule. She cannot be the only one in the school who is 
dissatisfied with what is going on and who wishes there were ways to tweak the 
curriculum to improve her students' education. This seems to be a repetitive 
solution and I am not sure how far it will go in terms of solving cases. 
In a post-case reflection paper, Haejin made connections between cases on this topic and 
noted the limitations to communication: 
Tllis was my biggest take away from this case, and it somehow connected to the 
previous case (Mrs. Riachuelo at Oxford High) in the sense that communication is 
extremely important. I wish I could report more specific instructional takeaways. 
Teachers as advocate: not my job. Many participants commented on the need for 
teachers to advocate for their students and demand a more conducive and effective 
teaching and learning environment. However, some participants expressed that this 
solution was not useful. In a pre-case decision paper, Elisa expressed the power and risk 
of advocating for reform. She wrote: 
The other option that Ms. Thomas could take is for her to go on the offensive 
against the school and this curriculum. Her students are not receiving the full 
instruction that is required by the state, and therefore is really in direct violation 
of several laws pertaining to education. If she wanted, Ms. Thomas could choose 
to fight to get the curriculum changed. However, there is not really the job of a 
language teacher, is it? The only criteria that really needs to be considered in this 
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situation is Ms. Thomas and her comfort level and how much she wants to put 
herself on the line in this situation. We do not know whether or not she is 
tenured, and it is not the greatest idea for a non-tenured teacher to raise a fuss 
because it could easily lead to her being fired. If she is tenured, however, Ms. 
Thomas may feel strongly enough and may feel comfortable enough to fight the 
system to get all of this changed for her students. 
In a post-case reflection paper, Alexi considered the benefits and risks of individual and 
collective teacher advocacy in communicating to the administration the needs of the 
students. She wrote: 
Both the class and I thought that Ms. Thomas needs to talk to someone in 
authority about the situation. I proposed that she should have an administrator 
come into her classroom in order to see the problem first hand. To get a real live 
glimpse of the problem, instead of solely listening to it or reading it on paper. 
Once the administrator sees the problem, they feel a sense of responsibility for the 
disastrous outcome of these second grade students. After the classroom 
discussion, we came up with a better idea on how to approach the problem via an 
administration route. The teacher should talk to the administration accompanied 
by other teachers and a union representative. The teacher should go into the 
administrators offices without hostility, and in a calm, cool and collective tone of 
voice. The teacher should know exactly what to say to the administration, have 
anticipated questions and also have a solid foundation of facts to back up her 
claim. The teacher should also propose a professional development with the 
subject matter being ESL students or create some sort of support groups to back 
up her cause. I thought these were great solutions, but I still do not see the 
relevant pedagogical lesson in this case. 
The need for language teachers to voice their curriculum choice concerns to the 
administration in the interest of effective teaching and learning emerged as a theme in the 
data. In a post-case reflection paper, Beth wrote : 
There seemingly needs to be a long discussion with administration about the 
merits and drawbacks of the cuniculums currently being utilized in the immersion 
programs. It is evident that within the classroom students are struggling to acquire 
concepts that are presented to them in a sort of rapid-fire shoot out. If the students 
are struggling with a concept, and there is no room to review or present in another 
way, how can the teacher or administration expect the students to then be able to 
scaffold and progress with that particular knowledge set? I'm not sure that 
anything would even generate from a di scussion with administration in regards to 
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the curriculum; in that sense, this solution could be a big waste of time. However, 
it seems to be the only feasible and productive solution to this issue. Ideally, a 
curriculum change would come about, resulting in a better education for the 
students, and more creative freedom for the teachers. This would allow both 
parties to perform better, and create a better classroom-learning environment. I 
am afraid that the result of this meeting would not be as idealistic and the teacher 
will be back to square one. Then, what will she do? While these students are 
being currently provided with the opportunity to learn in the classroom, they are 
not being provided with the opportunity to thrive. 
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Miguel's Case: Disorder in Samothrace 
The case depicts a Spanish classroom consisting of four disorderly and disruptive 
male students. Samothrace high is described in the case as a behemoth school undergoing 
major physical renovations. Students hail from many different sociocultural backgrounds 
and they can be heard speaking to each other in their native languages in the halls. 
Students stick to subgroups, based on interests or cultures and there is very little 
intermingling between and among subgroups. The school day is structured in such a way 
that homeroom comes after first period. This gives a feeling of disorder and disarray to 
the daily schedule for both teachers and students. In the case, the teacher refers to the 
Boys ' Club, a group of four "harder to reach students" who often become very 
disinterested or distracted in noticeable ways. Often, they may resort to either conversing 
with their cohorts, by means of immediate social interaction or sending text messages. 
There does not seem to be a set of simple classroom behavior guidelines in place for 
students to follow and the teacher simply ignores the students . Despite their disruptive 
behavior, the students are still allowed to sit next to each other. 
The data from pre- and post-case reflection papers and in-case discussion 
transcript indicate some participants experienced batTiers to learning. 
Overemphasis on the Big Picture 
Some participants reflected on language teacher's limited role in helping the 
administration to act as a guiding force in modern forei gn language teaching, classroom 
management, and school culture: 
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Poor administrative organization (I 'm assuming) could possibly account for some 
of the issues plaguing this school. Can a language teacher really improve 
administrative organization in reality? The physical layout ofthe school is truly 
symbolic for its overall management. There's seems to be no backbone, no 
guiding, uniform philosophy driving the school toward its objectives. Though 
much of the burden must fall on Ms. Dedham for her own classroom 
management, many of the problems could be precluded by firm rules that are 
consistently enforced, such as attendance and expectations for etiquette in class. 
She definitely needs some support. Perhaps she could seek out the support of her 
qualified and friendly co-workers and organize a meeting to bring these issues to 
the attention of the school's administrators. Yet, much like a previous case, this 
may not be a move she is prepared to make as enemies may ensue. 
Miguel, the author of this case, explained that without administrative support, little has 
and will change at the school.. He expresses his frustration with the case: 
The situation to some degree continues to progress along in the same manner at 
Samothrace. Things are improving bit by bit at the level of the classroom in terms 
of management. As stated before, however, some of the issues that were inherent 
at the writing of the original case are a product of the school environment as a 
whole and until that changes, progress will be difficult. What else can the 
classroom teacher do in this case? 
Case Complexity 
The data from the case indicate that participants felt that the case narrative was not 
descriptive or thorough enough. In a pre-case discussion paper, Jaime reflected: 
I don' t think I can come up with instructional or cuiTicular solutions because the 
case did not present any detailed infonnation about this. 
In a pre-case discussion paper, Bella stated : 
The author of this case does a great job describing structural and classroom 
management issues, but this lends itself to obvious solutions. It would be useful to 
know more about the curriculum the author uses so I can come up with richer 
ideas. 
In a post-case reflection paper, Mai noted: 
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The nanative and discussion focused on classroom management. We really 
needed to read and discuss more about the cwTiculum. 
Lack of Preparedness 
Some participants expressed that they did not possess the knowledge or skill set to 
address the issues presented in the case. In a pre-case decision paper, Beth wrote: 
I have never taken an adolescent psychology class nor have I ever worked with 
secondary students. I am unsure as to classroom management proposals. 
In an in-class case discussion, some participants commented on their inability to find 
solutions to the c.ase based on their lack of experience and knowledge of effective 
classroom management approaches with secondary learners: 
Teacher: 
So what other deep-rooted issues did you identify and conesponding solutions? 
Students: 
Classroom management. Yeah, in our small group discussion we identified that 
issue, but since we are all elementary track students, we could not really come up 
with an age appropriate solution. Quite frankly, we all shudder at the thought of 
working with high school boys. (laughter) We do not have the solutions in our 
repertoire of knowledge. 
Well , we have a number of solutions, but that is because we are all secondary 
track students. First, we would like to present the idea of positive reinforcement. 
Teacher: Great. Well I think this is a great chance to learn from each other with 
respect to the most effective classroom management techniques in both 
elementary and secondary settings. 
Lack of Relevance/Immediacy 
Critical dialogue with heterogeneous group not helpful. Participants indicated 
that participating in a critical dialogue with their heterogeneous group of peers stifled 
learning in this case. Mai confessed that the discussion with her peers was not as 
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productive as it could have been were the group comprised of all elementary-track 
students. In a post-case reflection paper, she wrote: 
I don't feel that I have enough experience or knowledge about how to work with 
high school students to make an effective recommendation. The case discussion 
helped us come up with rich solutions for classroom management at this level, but 
it could have been better if elementary students studied and discusses a separate 
case about classroom management. We did have time to brainstorm ideas, but I 
think a separate discussion entirely would have allowed us to delve more deeply 
into classroom management issues that face us every day at the elementary level. 
In a post-case reflection paper, Haejin noted: 
I got a lot of helpful ideas in the discussion for classroom management in 
secondary classrooms. However, this discussion was slightly limited by the 
experiences of my peers. During our discussion, the elementary licensure track 
teachers did not really offer many suggestions during the discussion. Some of 
them mentioned that they could not apply any of the teclmiques we suggested. 
Intangible, Impractical Solutions 
Critical reflection is not enough. Data from the case indicate that some 
participants thought that critical reflection on practice was an incomplete solution. In a 
post-case reflection paper, Elisa critically reflected on the model example of student 
accountability and consistent classroom management she has observed in her field setting 
and admitted that most teachers do not have this type of support: 
Classroom management is the one thing I dread the most, going into the field of 
teaching. Thankfully, my cooperating teacher during practicum modeled great 
ways for me to remind the students that they are accountable when learning is 
taking place. She regularly reviewed the rules with the students, asking them how 
good listeners looked like and did, then prompting them to show her, not just tell 
her. She also gave them notices ("this is your last chance"; "make a good choice 
now"; "don't waste my time"; "tum it around", etc.) letting them know she will 
enforce the rules and that they will suffer the consequences agreed on. It's 
worked, and I am grateful I got to see this in practice as it will help me a great 
deal when I am out there, in charge of my own classroom. I believe that critical 
reflection is important but question whether this teacher will be able to see the 
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forest through the trees on her own. I have the help of a mentor teacher to guide 
me. Who does this teacher have? 
In a post-case reflection paper, Susan remarked: 
These cases have tried to teach us to think deeply and systematically about our 
own situation and shows us that this process will have help us find solutions. I do 
think this is essential but not sufficient or all encompassing, especially in this 
case. Not all teachers will come to a solution inductively; we all need explicit 
instruction sometimes. I agree that teachers need to think critically, but I do not 
think this is something that most teachers will come to on their own. For that 
reason, I feel uneasy about the outcome of this case. 
Professional development is not a panacea. Professional development emerged 
as a learning theme in the data. However, some patiicipants showed dissatisfaction with 
the direction of the case toward this solution. In a post-case reflection paper, Mai pointed 
out: 
During our discussion we all agreed that if teachers are not familiar with devices, 
they should attend professional development or workshops in the community, so 
that they will be comfortable using these devices. Furthermore, as a new teacher, 
I need to prepare lessons by planning all the steps I would take to carry on the 
lesson, and I also make sure all the devices I would use during that lesson work 
efficiently. I believe it is the basic skill to know how to use technology and know 
that all the device work before you start your lesson. I do agree that this is 
important in general but it is not the specific solution I was looking for in this 
case. I was hoping to share more examples of how to engage the learners, but 
participants spent too much time talking about professional development 
technology and classroom management. 
In a post-case decision paper, Bella wrote: 
Our classmates came to the conclusion that this teacher needs to update her 
knowledge by attending professional development workshops. This is a great 
solution but I do not think that this will enable her to grad and keep the students' 
attention. We didn ' t really get to cunicular solutions. 
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Critical Incident Reports and Interviews 
There was some evidence from the critical incident reports and interviews that a few 
participants perceived barriers to learning with the case-based pedagogy using student-
generated cases approach .. 
Lack of Relevance 
Drawbacks of heterogeneous peer dialogue. In an interview, Susan commented: 
I mean, it was a little frustrating that it wasn't. .. because of the mix of the class, 
being not only modem foreign language that was at times frustrating. Just because 
I mean, there were problems that I was having in my classroom that I really 
wanted to talk about, that were immediate and important. .. then we got talking 
about some of the cases, especially with the elementary ESL. And I could see how 
this is useful for me, but this is my more pressing problem. But I mean it was 
enlightening . . .it helped me see some of the challenges that teachers might 
experience in the elementary grades and in other classrooms. And how ... it helped 
me think about the way that I can set up my classroom, or teach my students, or 
civic responsibility, things that I can talk about with my students that might 
influence their behavior or their learning style or just the knowledge that they 
have when they go into another classroom and understand all of the aspects that 
they bring into my classroom. 
In her critical incident report, Susan summarized why she felt the many of the case 
experiences did not promote learning for her. She wrote: 
Many of the cases dealt with either (1) teacher burnout, (2) situational problems 
where the teacher can only try to teach the students to the best of their ability 
despite the situation but not change the situation, or (3) were cases that are not 
very applicable to my future classroom because of age or subject. In the case of 
burnout, the recommendations we discussed felt fake to me because one symptom 
of burnout is the inability to recognize that it is the teacher who needs to make 
some changes. Without the ability to recognize that he or she needs to change, 
s/he never will. Additionally, I am not currently experiencing burnout. l hope not 
to experience it ever, but likely will not experience it for many years at the 
soonest, if at all. 
In an interview, Elisa noted: 
I don ' t know it' just that at times I felt as though the problems that we were 
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looking at were not exclusive to teachers who were new. Many were about 
teachers who have been in the teaching profession for longer so their issues like 
teacher burnout didn' t resonate. In some ways teacher bum out is not something 
that I need to be concerned with at the moment. . . it ' s something that I need to be 
looking at for in myself in the future, but it ' s not something that hopefully I'll be 
experiencing for several years ... or at all. 
Case Complexity 
Some participants noted that the amount of work required for the case experiences was 
too much, especially with their teaching workloads. In her critical incident report, Jaime 
reflected: 
Unfortunately, the amount of stress and workload that I encountered during this 
semester stretched my time very thin, and at times I did not put as much effort 
into some cases as was probably necessary. Nonetheless, I am a proponent of 
writing because it is a powerful tool that deepens one ' s thought process and 
develops one's argumentation. For this reason, the case method is great; I just 
wish I had more time to write. At times, the post-case reflections were a bit 
redundant-the class discussion and thorough notes I took being sufficient-but 
the process of reading the case, thinking about the issues at hand, writing out my 
thoughts, then discussing them in class was very productive. If I had more time, it 
could have been more enjoyable. 
During an interview, Alice stated: 
Although this was a very useful exercise, the demands of our schedules coupled 
with the demands of this course made learning difficult at time. Perhaps in the 
future, students can choose which cases to write pre and post reflections on. 
Discussion 
In reviewing the data from these three cases, the instructor researcher found a 
number of common factors that may have led to their failure with respect to participant 
perceived learning. First, the particularistic nature of cases did not lend to universal 
learning; in the three highlighted cases, the topic was not relevant and meaningful to all 
participants. Specifically, topics relevant to TESOL/bilingual education licensure-track 
209 
participants are not always relevant to modern foreign language licensure track students 
and vice versa. Moreover, the depressing tone and overly lengthy description of the big 
picture context did not address participants' need for immediacy of application. For 
instance, the big picture issue of high stakes standardized testing did not appear to 
resonate with some of the modem foreign language participants. These cases brought up 
issues that extend beyond the control of the classroom teacher such as administrative 
responsibility and support. An additional commonality that was found to be shared by 
these cases is the lack of a well-developed portraiture of an instructional or learning 
dilemma. For instance, in terms of case complexity, the three cases did not provide a 
balance of big picture and classroom-level details, such as curriculum design or 
instructional strategies used. Finally, lack of preparedness emerged as a participant 
reported banier to learning among these cases. Some participants reported a lack of 
knowledge and skill to address certain issues such as classroom management or solutions 
that required age-specific developmental knowledge. As a result, some participants were 
not able to connect to practice or to theory as the topic did not allow them to delve 
specific theories, concepts, and principles that are familiar to them all based on fall 
syllabus. In essence, the issues discussed in the cases could not be answered by their 
current tool set. 
210 
CHAPTER 7: 
DISCUSSION, SIGNIFICANCE, LIMITATIONS, AND CONCLUSION 
The aims of this study were to understand whether and how the use of case-based 
pedagogy using student-teacher-generated cases impacted the learning of students 
enrolled in the researcher's student teaching seminar. Using Shulman's (1986) and 
Shulman and Shulman's (2004) conceptual frameworks of teacher expertise as the targets 
for investigating the effectiveness of the case method as a teacher preparation tool, the 
following questions were addressed in the study: What aspects of teacher knowledge 
about language learning and teaching were promoted via the use of case-based pedagogy? 
What aspects of teacher thinking about language learning and teaching were facilitated 
via the use of case-based pedagogy? How did case-based pedagogy influence praxis? 
The following chapter begins with a summary of the results of this study. Subsequently, it 
follows with a discussion of the significance of the study findings in light of the literature 
on case-based pedagogy in general and language teacher education programs as well as 
issues in the field of SL TE. New contributions the findings from this study make to the 
field are discussed and emerging trends are identified. The limitations of the study are 
discussed and recommendations for further research are made. 
Summary and Discussion 
The evidence from the case studies suggest that the use of case-based pedagogy 
using student-generated positively impacted the teacher knowledge, thinking, and praxis 
development of the participants in this study. However, there is some evidence to suggest 
that some cases offered richer learning opportunities than others. In this section, the 
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findings will be discussed in terms of (a) consistency with the literature on the use of the 
case method in general education and SL TE (b) contributions to the field of SL TE and (c) 
emerging trends in the field. 
Consistency with the literature on the use of the case method. Many of the 
findings in this study are consistent with the literature on the use of the case method in 
general teacher education and SLTE. Research in SL TE has urged for opportunities for 
the development of pedagogical content knowledge and curricular knowledge in L2 
teacher preparation programs (Shulman 1986; Roberts 1998). To date, there are two 
existing studies that serve as evidence in SL TE that the case method positively impacts 
teacher knowledge (Haley, 2004; Reichelt, 2000). For the participants in this study, the 
case-based pedagogy using student-generated cases approach enhanced participant 
pedagogical content knowledge of a range of topics, including how to assess the needs of 
learners. The evidence from the case suggests that participants extended their knowledge 
of a plethora of evidence-based instructional strategies and curricular approaches that are 
tailored to address the specific needs of language learners (see figure). Such topics 
included: pacing, team-teaching, integrated skills instructional strategies, thoughtful 
grouping techniques, connecting to learners' lives, equitable treatment of students, 
scaffolding, classroom management techniques, differentiated process, and establishing a 
nurturing environment/lowering the affective filter. 
Moreover, the participant reported areas of curricular knowledge growth were 
expressed in their deepened practical understanding of ESLIMFL curricular theories and 
principles that were covered in the fall methods courses. Such topics included: standards-
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based curricula, ZPD, differentiated process, contextualized language teaching and 
curricula, realia and authentic materials, varied instruction and assessments, 
interdisciplinary connections, recycling learning, and engaging and relevant activities 
curricula etc. In addition, the role of cultural connections in the classroom emerged as a 
learning theme for these participants. Although this has been documented as a learning 
outcome in Kleinfeld 's ( 1991) study, there has been no other research that has pointed to 
this learning outcome. This study serves to affirm the findings in Kleinfeld's study that 
case-based pedagogy has an effect on language teacher knowledge of strategies for 
establishing cultural connections. 
Research on the use of the case method in general teacher education and SL TE 
points to its positive impact on teacher content knowledge. The results from this study 
confirm this outcome. Participants reported developed understanding of the following 
second/foreign language teaching and learning topics: comprehensible input ( 1 + 1 ), 
negotiation of meaning, pushed output, standards-based curriculum, the 5C ' s offoreign 
language instruction, language difference, audiolingual vs. communicative approaches, 
contextualized language learning, content-based instruction (CBI), multiple intelligences, 
formative and summative assessments, data-driven instruction and thematic instruction. 
As the field calls for SLTE programs to depart from rationalist, lecture style approaches 
to second/forei gn language teacher education, case-based pedagogy using student-
generated cases may serve as a tool for reviewing content knowledge in a sociocultural 
approach. Further research is needed to confirm these findings. 
The case method and case based teaching has been used in teacher education 
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programs as an instrument for the development of reflective teachers who make informed 
decisions through critical discussion and dialogue. (Harrington, 1995; Merseth, 1996; 
Shulman, 1987; Powell, 2000). In line with the literature, the findings from this study 
highlight participant development of critical reflection on practice and thinking about the 
power of collaborative dialogue and decision-making. Research in the field of SL TE has 
called for an emphasis on the infusion of teacher thinking (Woods 1996) in the content 
and delivery ofL2 preparation programs and for pedagogical approaches that create 
opportunities for L2 teachers to make sense of theories in their professional lives and the 
settings where they work (Freeman & Johnson, 1998; 2004). For this group of 
participants the findings were in line with research on the effectiveness of case-based 
pedagogy in general education as a tool for promoting problem-solving and analytical 
processes, critical reflection, multicultural thinking, and self-efficacy. It presents an 
approach in which participants reported the benefits of making sense of each other's 
cases. 
The literature in general teacher education also points to the following positive 
teacher thinking outcomes emerging from the use of case-based pedagogy: modeling of 
practice (Au, 1998); encouraging reflection and helping teachers construct useful 
knowledge (Kleinfeld, 1992; Shulman, J. 1992); facilitating efficacy, and promoting a 
bridge between theory and practice. The outcomes from this study are consistent with the 
literature on the use of case-based pedagogy in general teacher education. Participants 
developed a deeper understanding of student-centered learning and connecting to 
students' prior knowledge and experiences via the case-based pedagogy using student-
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generated cases approach. This supports the research on the benefits of the case method 
as a form of modeling of practice. By promoting teacher problem solving skills and 
representations and encouraging reflection on second/foreign language teaching and 
learning contexts in a vibrant collaborative exchange of ideas, the findings of this study 
confirm the same teacher thinking outcomes found with the use of the case method in 
general teacher education. 
Research on the use of case based pedagogy in general teacher education has 
highlighted its impact on learner self-efficacy. The data from this case suppmis this 
finding. Moreover, SL TE pedagogy has called for language teacher preparation 
approaches that legitimize teacher's way ofknowing (Freeman 1989, 1991; Johnson, 
2009). This study show promise for case-based pedagogy using student-generated cases 
as an SL TE approach that addresses this gap. Participant self-reported accounts of 
increased self-efficacy included increased confidence in decision making processes, 
enhanced awareness of issues in the field across contexts, developed understanding of 
evidence-based instructional and curricular practices, and a sense of overall preparedness. 
Future research on the long-term impact of this experience on participant self-efficacy 
would enhance our understanding of the effectiveness of this approach. 
Given the sociocultural tum in SL TE, scholars have urged L2 teacher education 
programs to create conditions for the co-construction of knowledge and understanding 
through social participation. The present study demonstrates how case-based pedagogy 
using student-generated cases can answers thi s call ; the positive outcome resulted in 
collaboration, critical dialogue, and mutual exchange of ideas about real experiences. 
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In conclusion, the results from this study add to the intellectual arguments in 
support ofthe use ofthe case method in teacher education and SLTE. Moreover, the 
results suggest that case-based pedagogy using student-generated cases addressed each of 
the stated gaps in the field ofSLTE with this group of participants. One ofthe reasons the 
case method has been slow to take hold in teacher preparation programs is the need for 
additional rigorous research to confirm its effectiveness. Follow-up studies that 
investigate the long-term impact on teachers' self-efficacy in their teaching contexts; 
incorporation of instructional conversations/critical dialogue opportunities with peers; 
critical thinking strategies; and other long-term influences would be informative. 
Connecting to multidimensional theoretical framework 
The instructor researcher approached the design and implementation of this study 
via the lens of five interrelated theories. The findings from this study indicate that 
participants felt they learned in this multifaceted way. In socioconstructivist theory, 
learning occurs through interacting with others and negotiating understanding. The 
findings in this study support this theory. Many participants noted that they gained new 
knowledge, ideas and insights as a result of the mutual dialogic exchange that case-based 
discussions with their peers presented. Some participants expressed increased self-
efficacy in their decision-making as a result of trying to explain their thinking to their 
peers and receiving feedback. All participants reflected on the power of collaboration and 
communication. 
Situated cognition theorists posit that skills are acquired through authentic 
contexts, activities, and cultures and by dialoguing with peers and experts about those 
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contexts. The data mined from this study suggests that communicating with each other 
and the instructor-researcher about their authentic contexts was viewed by participants as 
foundational to their learning. Interestingly, in instances when participants did not feel 
they were situated in the same context as a given case, they did not feel as though they 
learned from the approach. 
Nan·ative forms ofknowledge theorists suggest that humans make sense of the 
world narratively by constructing individual stories of it. In this line of thinking, 
traditional forms of knowledge (knowing how and knowing that) are not the same kind of 
knowledge a (knowing what it is like) in the way that narrative stories can. Moreover 
narrative approaches encourage participants to make their individual stories explicit and 
take distances from them in order to think about them again. Data from the study suggest 
that participants learned via the storification of their first-hand experiences, which led 
them to critically reflect and develop teacher knowledge and thinking. Most participants 
felt they created meaning making of each other's stories individually and as a community 
of learners. A few participants indicated that they could not create meaning making with 
cases with which they did not identify and in one case, the participant did not agree with 
her peers ' interpretation of her story. 
The underlying idea schema theory is as humans receive incoming information, 
they organize it around their previously developed schemata, or networks of connected 
ideas. The results of the study indicate that participants felt had an opportunity to activate 
existing and build new schemata via the case-based pedagogy using student-generated 
cases approach. In addition, many participants noted growth in problem-solving mental 
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structures. Specifically, participants reported adding the line of case analysis as a 
cognitive structure for approaching classroom dilemmas. In some instances, when 
participants did not feel as though the case experience fit into their existing schemata, 
solving and identifying with the case posed as a challenge. 
The six principles of adult learning theory, or andragogy, are outlined below. 
• Adults are internally motivated and self-directed 
• Adults bring life experiences and knowledge to learning experiences 
• Adults are goal oriented 
• Adults are relevancy oriented 
• Adults are practical 
• Adult learners like to be respected 
Data from the study suggests that participants believed they learned via case-based 
pedagogy using student-generated cases because it aligned with these principals. For 
instance, they expressed that learning occurred because it was practical, problem-based 
and collaborative rather than didactic and irrelevant. For most participants, learning 
outcomes were aligned with learner's specific needs and the process emphasized more 
equality among the learners and instructor-researcher. For a few participants, the quality 
of the learning experience was perceived to be low when they came across a case that 
they felt either lacked relevance or did not produce content-specific learning objectives. 
New contributions to the field. As mentioned in the literature review, the 
research on the use ofthe case method in these fields involves the use pre-written cases. 
The distinguishing characteristic of this study was the use of student -generated cases. In 
this study, new findings emerged which highlight the unique impact case-based pedagogy 
using student-generated cases had on participant learning. The results from this study 
may make a strong argument for the incorporation of thi s approach, with suggested 
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modifications, in SL TE programs because it fosters known, new, and emerging learning 
about critical topics in the preparation of second/foreign language teachers. 
One of the issues cited in the field of SL TE is the need to offer aspiring language 
teachers the opportunity to bridge the gap between theory and practice. However, until 
the present study, there has been no documented evidence on the effectiveness of the case 
method to encourage praxis in SLTE. The evidence from the case indicates that 
participants were able to deepen and expand their theoretical knowledge by applying it to 
their practical field teaching situations. The range of participant-reported practical 
application of language teaching and learning theories and principles in their field 
experiences as a result of the case experience included: assessing learners' needs and 
zones of proximal development, incorporating multiple intelligences, sheltering 
instruction, bonowing strategies from other fields; making interdisciplinary connections, 
creating a multicultural cuniculum, using culturally-responsive teaching strategies; 
engaging with families; creating relevant and meaningful curricula; using reflective 
journals; shifting their dispositions; incorporating character education; using oral 
language development strategies; integrating warm-up activities; using thoughtful 
grouping techniques; integrating instruction; using reciprocal teaching techniques; and 
utilizing positive reinforcement strategies. Other modifications the evidence suggests 
participants made in their field settings included: monitoring of teacher talk, especially of 
IRE vs. IRF; the integration oftheme-based/contextualized curricula; and the adoption of 
content-based instruction (CBI) as an instructional approach. Many participants reported 
shifted dispos_itions and the application of the problem-solving approach when faced with 
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new challenges. 
To date, there has been no research on the effects of case-based pedagogy on 
praxis in SLTE. This study's investigation of the impact of case-based pedagogy using 
student-generated cases on learner praxis showed positive outcomes. In the study, there 
were numerous participant accounts of the case experience's impact on participant praxis 
in the areas of pedagogical content knowledge, curricular knowledge, and teacher 
thinking. Participants directly attributed these modifications to the case-based experience. 
This paves the way for future research to validate the correlation. 
Johnson (2009) underscores the challenge of incorporating located L2 teacher 
education, or knowledge of the broader contexts of L2 education. She asserts that student 
teachers in SL TE need to become aware of the effects that "broader macro structures, 
such as educational policies and curricular mandates, have on their daily classroom 
practices" (p.246). By sharing the social, historical, and institutional L2 school contexts, 
ST can devise 'locally appropriate' solutions. The evidence from this case points to the 
promise of case-based pedagogy using student-generated cases as a useful approach for 
promoting located knowledge. Further studies would be needed to generalize this finding . 
However, for this group of participants, located knowledge of the macro challenges in 
ESL and MFL emerged as a theme. In addition, the evidence from the study suggests that 
pm1icipants developed their located knowledge of a broad range of language teaching 
programs, contexts, school cultures, philosophies, and schedules. Moreover, they 
increased their awareness about the difference between urban and suburban teaching 
contexts, accessibility to quality resources, and knowledge of language learners' 
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sociocultural communities of urban and suburban environments. 
Another new emergent located knowledge learning outcome from this study that 
has not been reported in the literature on the use of the case method in general and/or 
SL TE education was the impact on teacher thinking about issues of discrimination, 
inequitable and educational environments. Similarly, students noted a heightened 
awareness about issues affecting students beyond the walls of the classroom. 
For the participants in this study, learning about issues such as violence in urban 
communities fostered knowledge and thinking about social justice and humanistic 
approaches to language teaching. 
Although participants developed content knowledge that was covered in the fall 
methods class, the results from the study indicate that participants developed their content 
knowledge of some theories and approaches outside of SL TE. Such theories include: 
active vs. passive learning, the Freirean banking concept of education, and classroom 
management principles. 
There are additional emerging teacher thinking outcomes in this study that have 
not been documented in SL TE literature. The theme of conscious pedagogy, or what the 
teacher-researcher defines as the ability to consider one's purpose for language teaching 
materialized. In numerous cases, the solution involved the teacher's need to engage in 
conscious pedagogy as a daily and yearly habit of mind. This may signal to the field that 
preparing effective second/foreign language teachers involves opportunities to reflect on 
one's professional purpose/goals. Unfortunately, the prevalent rationalist approaches in 
STLE programs do not provide opportuniti es for impmiant discussions of professional 
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purpose. 
Another emerging teacher thinking outcome in this case was participants reported 
developed appreciation for epistemological thinking (Freire, 1971) processes. Participants 
reported the utility in taking distance from one's issues and examining them from the 
outside in. They reported that through epistemological thinking processes, new solutions 
and insights are generated. 
Notably, some participants thought deeply about language education as a political 
act in the 21st century global economy. The results suggest that this awareness inspired 
participants' conscious pedagogy. 
Teaching dispositions necessary for effective second/foreign language teachers 
emerged as a participant teacher thinking outcome in this study. The results suggest that 
pmiicipants considered the following dispositions necessary for successful second/foreign 
language teachers: passion, resilience, flexibility/adaptability, persistence, hope, 
continuous learning, and empathy. These are topics that are difficult to teach with any 
textbook. Perhaps case-based pedagogy using student-generated vignettes can be used as 
an approach to facilitate this awareness in SL TE programs. Further research is needed to 
confirm this finding and to explore the long-term impact of this teacher thinking outcome 
on participants' dispositions. 
Another new area of teacher thinking that emerged in this study was participant 
consideration of macro issues affecting language learners, such as policy and 
administration challenges. Considering the fact that these are real issues affecting 
language teachers in MFL and ESL settings, perhaps this is a topic that should prioritized 
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and integrated into the reconceptualized knowledge base in SL TE. More rigorous studies 
are needed to generalize this finding, but it was unquestionably a macro critical thinking 
learning outcome for the participants in the study. In addition, teacher thinking about the 
preponderance of language teachers and administrators with low expectations and 
standards for language learners emerged. Most participants expressed their appreciation 
of examining macro issues, but a few pmiicipants reported their frustrations with 
studying issues beyond their perceived roles. Further research on the impact of the 
usefulness of this knowledge on participants' decision-making, thinking, and praxis could 
serve to inform the field about the priority (or lack thereof) of the following aspects of 
administrative and policy issues: the pressures of high stakes- testing; ELL placement and 
referral processes; the overrepresentation and underrepresentation of ELLs in special 
education classes; administrative support and awareness of evidence-based foreign 
language and ELL teaching and learning; promoting a multicultural, multilingual 
school wide culture; and identifYing institutional and policy discrimination. If future 
studies generalize the findings from this study, it could influence the required course 
offering for aspiring second/foreign language teachers to include topics in special 
education and intercultural education. On the reverse side, the implications could point to 
the need educational leadership programs to reconceptualize their knowledge base to 
include course work on ELL teaching and learning. Interestingly, this thematic learning 
outcome comes at the backdrop of a statewide policy change that requires all MA 
administrators and all content mea teachers (including MFL teachers), to take a course on 
addressing the needs of ELLs in administrative contexts and/or in mainstream 
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classrooms. However, one topic that should also be required of all administrators is 
intercultural education. Many teachers in these cases lacked cultural knowledge and 
failed to design culturally-responsive lessons. Moreover too many school climates in the 
narrative cases rated poorly on creating a positive multicultural schoolwide culture. 
Further studies on the impact of school wide culture and its impact on ELL academic and 
social experiences would be infotmative for practitioners and educators. 
The findings of this study are significant to the field of SLTE because it highlights 
concepts critical to the preparation of second/foreign language that are not currently 
included in the SLTE knowledge base. If further studies confirm these findings, perhaps 
the knowledge base should be reconceptualized yet again to include the preparation of 
language teacher dispositions, problem-thinking skills, sociocultural and intercultural 
knowledge and experiences, advocacy and sociopolitical contexts of second/foreign 
language teaching in SL TE programs. 
This study opens the doors to broad-based investigation of the effectiveness of 
case-based pedagogy using student-generated cases in SLTE programs nationally and 
internationally. With the exciting new contributions highlighted in this study, researchers 
and practitioners are invited to explore and confirm these findings. Perhaps the fact that 
the cases are based on the issues faced by student teachers in local contexts, the 
possibilities for leaming are limitless. Inclusively, a wide-scale, intemational study on the 
use of this model could highlight universal issues important to the preparation of 
second/foreign language teachers enabling a macro dialogue, collective collaboration and 
advocacy. 
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Connections to Emerging Trends. Most likely due to the contemporary nature 
of student-generated cases, the results in this study point to the development ofteacher 
thinking and knowledge about emerging trends in the literature. 
In the last decade, there has been an explosion of research in SL TE on the 
importance of fostering home school connections. The results of this study show that 
participants considered the benefits and obstacles of engaging with families and 
promoting home school connections. Topics that emerged included: communication with 
families , flexibility with parent-teacher conferences, encouraging Ll development, 
promoting multilingualism, and encouraging parent involvement. 
Research in multicultural education and second language teacher education has 
called for an increased focus on culture in the language classroom. According to the 
evidence in the case, all of the participants in the study deepened their curricular 
knowledge of the role of culturally-responsive curricula that celebrate and validate 
learners cultural and linguistic backgrounds. In addition, the evidence suggests that 
participants enriched their understanding ofthe importance oflanguage teacher 
sensitivity of the acculturation process for ELLs. 
Educational policy reflected in statewide standards has recently urged educators 
in K -12 settings to provide opportunities for interdisciplinary learning. The results from 
this study suggest that participants critically reflected on the design of interdisciplinary 
curricula. Moreover, there was evidence in the case that participants learned from each 
other's di stinctive MFL and ESL research and practice domains. 
The overrepresentation ofELLs in mainstream classes and the misdiagnosis of 
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ELL and MFL students is an issue of primary concern in K-12 settings. Participants 
reported enhancing their understanding of these macro complexities in K -12 settings via 
the use of this approach. 
The potential drawback of pre-written cases is the risk of covering outmoded 
issues in the field. The results in this study suggest that case-based pedagogy using 
student-generated cases is an approach that keeps up with emerging trends in practice. 
Suggestions for Improvement and Limitations of the study 
Although the case-based pedagogy using student-generated case experience 
presented in this study showed evidence of wide-ranging participant development of 
teacher knowledge, thinking, and praxis, there was some deviant evidence that can be 
used to refine the approach. In addition, there are some limitations to the study. 
Fine-tuning the approach 
There was substantial evidence that served to provide the instructor-researcher 
with ideas for improving the case-based pedagogy using student-generated cases 
approach in the future. The finding suggests that if this method would be used again, 
certain aspects of the process should be refined. First, the instructor should consider 
intentionally shaping the writing of the cases by providing a list of target topics tied to 
pre-determined learning outcomes that correspond to concepts and theories participants 
review in the methods course. Leaming is limited to the experiences and background of 
the group. If a pertinent topic such as classroom management is presented and 
participants lack prior knowledge, then the instructor should assign the reading of the 
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case narrative along with corresponding literature on the theme. These learning accounts 
should be relevant and meaningful to all learners, especially in a heterogeneous group. 
Participants will still be given a choice in the generation of their cases, but it should be 
"guided choice" in order to target relevant, meaningful, and universally applicable topics. 
Although the instructor-researcher strongly believes that intangible solutions such as 
teacher dispositions, critical reflection on practice, and professional development are 
essential, participants' needs for practical solutions cannot be overlooked. Another 
modification to this approach that stems from the findings in this study would be to 
ensure that the case narratives lend themselves to opportunities for the development 
curricular and instructional solutions. Many participants want to walk away with tangible 
solutions they can visibly implement in practice; cases that focus exclusively on 
intangible solutions are considered vague and lop-sided by some participants. Finally, 
students seem to prefer to identify with the teachers in the cases; one finding from these 
cases is that students did not identify with veteran teachers experiencing burnout. The 
instructor-researcher should help participants fine tune the writing of cases by asking 
participants to consider the intended audience. 
Limitations 
Small sample Size. First, the generalizability of these findings would require 
rigorous studies with larger n sizes. Further studies would serve to strengthen the case for 
case-based pedagogy using student-generated cases 
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Participant preference for explicit or implicit learning. Some participants in 
the case did not feel as though their questions about the case were completely answered. 
For instance, in the Beatrice Rowley case, Elisa did not see how the solution of 
encouraging peer-peer dialogue responded to her inquiry of promoting oral language. 
This could point to the need for the case instructor to explain the implicit learning process 
of the case-based discussion method. In addition, it may suggest that explicit objectives 
should be made available to the students. However, the researcher still feels strongly that 
given the richness of the cases and range of participant experiences, no case will produce 
the same learning outcomes. Further research on the learning outcomes of the same case 
with multiple groups would shed insight on the nature oflearning for each of the cases. 
Perhaps there are limits to the learning in each case dependent on participants' openness 
to the methodology. Perhaps this means that students are accustomed to explicit 
instruction due to the preponderance of rationalist-based courses at the post-secondary 
level. 
Heterogeneous class makeup. A debatable limitation to this study is the mixed 
makeup of a class comprising of participants in ESLITESOL elementary, secondary to 
MFL secondary licensure settings in urban and suburban settings. In this study, 
participants from one field learned best-practices from participants in other fields . One 
example of this is evidence in this study that the elementary ESL licensure track students 
developed and implemented the use of the ACTFL 5 Cs standards. For the most part, the 
evidence points to the benefits of cross-pollinating intellectual concepts between 
disciplines . However, some evidence in the case suggests that participants felt thi s 
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combination placed limits on their learning. They were all together in the methods course 
which enabled an established community of learners and level of collegial trust, but 
perhaps this setup does not give learners enough time to delve deeply into their topics . 
Experimental studies involving mixed and homogenous groups would better inform our 
understanding of the desired case discussion class makeup in SL TE courses. One 
alternative would be to divide case-study discussion groups by licensure track discipline 
to allow for deeper and richer content-specific learning. Nevertheless, I am still 
convinced by the data in this case that participants experienced the benefits of mutual 
learning across fields. 
Heavy workloads and philosophical/attitudinal differences. In addition, it is 
important to note that two of the MFL students, Elisa and Susan, did not seem 
comfortable or trusting of the approach used in this case. However, it is important to note 
that they exhibited similar dispositions with their peers and instructor in the fall methods 
course which used lectures slides and other rationalist approaches. It seems clear from the 
evidence in the study that they, like many others, struggled to balance the pressures of a 
schedule comprised of college coursework in the evening and teaching energetic students 
during the day. Another reason for this apparent rejection of this approach could be cross-
expectations and philosophical differences between the instructor and these two students. 
In the future, investigations into students ' workloads will be considered when this 
researcher-instructor organizes the syllabus; perhaps it would be more beneficial to 
require students to write fewer pre and post case reflection papers. An examination of the 
raw data over time indicated that the richness of students' responses varied according to 
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stress levels. To the point of philosophical differences and learning preferences, it would 
be interesting to conduct a study investigating the effectiveness of a blended model 
involving explicit and implicit learning opportunities. The reactions could also be 
attributed to personality and attitudinal differences between the instructor and two 
participants. More research on the use of case-based pedagogy using student-generated 
cases involving multiple case facilitators would be helpful. As stated in the beginning of 
this study, the researcher was specifically trained in the Harvard Business School case 
method; in this method, the line of questioning may be intimidating and off-putting to an 
audience accustomed to a more explanatory style. 
Lack of immediacy of cases. Another noted limitation in the study was the lack 
of immediacy in the spring of examining cases written in the fall. Knowing the 
difficulties of the process of writing good cases, the researcher originally asked 
participants to write cases in the fall to allow for multiple drafts. Although the quality of 
the cases were probably better than if they hadn't written multiple drafts, the drawback is 
that the issues students experienced in the fall were no longer the ones-in many cases-that 
were still on the forefront of their minds . Therefore, on adaptation that could be 
investigated is the effectiveness of case-based pedagogy using student-generated 
vignettes, or mini-cases, based on experiences in the spring semester. 
Research-instructor role 
Due to her year-long relationship with the students, serving in the capacity of 
research-instructor was not a problem, according to the evidence, for the majority of 
participants. However, the undeniable external stress or pressure to get good grades may 
230 
have influenced some students' sense of trust and other students' truthfulness in the data. 
Perhaps their self-reported appreciation of the case-based approach was based on their 
motivation for a good grade. In addition, although the use of triangulated data sources 
and deviant responses were used to address any questions ofvalidity, researcher bias may 
still be thrown into question as a potential limitation to this study. Further research 
involving external evaluators may strengthen the generalizability and validity of the 
findings in this case. 
Conclusion 
The field of second language teacher education (SL TE) has, for the past 25 years, 
wrestled with the question of how to best prepare those who do the work of the 
profession. The present study on the use of case-based pedagogy using student-generated 
cases contributes to the paramount SLTE literature that seeks to understand how language 
teaching is learned and the extent to which professional L2 teacher preparation programs 
can contribute to this process (Graddol, 2006, Jolmson, 2009, Malcolm, 1991 , Wright, 
201 0). The field has urged for approaches that address the following issues in the field of 
SL TE: a neglect of the sociocultural view of teaching and learning and an overemphasis 
on the rationali st model , a need for critical reflection, a rare incorporation of the 
experiences of the student teacher into the curriculum, a lack of a bridge between theory 
and practice, and poor modeling of analytic processes and reflexive thinking (Richards, 
2008 ; Tedick, 2005 ; Freeman and Johnson, 2005 ; Smith, 2005; Johnson, 1998; Sadtono, 
1991 ; Dicks, 1999; Ur, 1992, Day, 1991 ; Hedgcock, 2002; Birckbichler, 1990).The 
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evidence from this study indicates that the case-based pedagogy using student-generated 
cases successfully addressed each of the abovementioned issues in the SL TE field for this 
group of aspiring language learners. Since little research exists on SLTE pedagogical 
approaches that address these gaps, this study contributes to the intellectual knowledge 
base. With more rigorous studies, the practical implications of these findings could lead 
to the integration of case-based pedagogy using student-generated cases in SLTE 
programs. 
On a practical level, the evidence provided the researcher-teacher with a deeper 
understanding of the learning outcomes for this group of participants when engaging in 
the case method of instruction. In terms of self-assessment, this case study was a great 
form of critical reflection on practice. The researcher-teacher will be able to use the 
findings from this study to refme and improve her implementation of this approach. 
Immediate considerations include experimenting with exclusive MFL and ESL groups 
and comparing learning outcomes, creating teacher notes with the authors of cases with 
explicit learning outcomes, and encouraging students to facilitate the cases. Moreover, 
the researcher will consider experimenting with the use of vignettes in the spring term to 
see if immediacy of application of knowledge further impact teacher learning. The 
researcher may also consider authoring a textbook of cases with other practitioners and 
students and test the learning outcomes with these pre-written cases. Also, the researcher 
will consider investigating the effectiveness of this approach in professional development 
workshops with in-service teachers. 
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Future Research 
First of all , for case-based pedagogy to take hold in SLTE programs, teacher 
educators need to stabilize the concept of case-based pedagogy--clarifying what it is not, 
how it is to be written, how it should be analyzed and how to define its objectives. 
Second, although the research that does exist on the use of the case method in general 
teacher education serves as a guiding light, it does not inform SLTE faculty ofthe 
efficacy of its use in addressing the specific pedagogical, curricular, and professional 
needs of the field. This study is a call for practitioners to consider weaving this approach 
into SLTE courses and further examine its effectiveness. 
If we are to prepare our teachers for the globalized society in which we live that is 
more interconnected than ever before, than we must put L2 teacher preparation at the 
forefront of our agenda. As such, there is an urgent need for more research on SL TE 
pedagogy that addresses the issues in the current state of the field and is consistent with 
the reconceptualized knowledge base. Given the results of this study, case-based 
pedagogy using student-generated cases holds promise as an evidence-based approach to 
effectively preparing second/foreign language teachers. However, if is to be taken 
seriously as a SL TE tool --not just another passing fad-- for preparing transformative 
second/foreign language teachers, then more rigorous research is urgently needed. 
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Appendices 
Appendix A 
Interview Protocol 
1) Describe the case-based pedagogy. 
2) What have you learned, if anything, from case-based pedagogy? 
3) How would you compare this course to other courses you have taken in the teacher 
preparation program? 
4) Can you identifY a particular case that you will remember? Why? 
5) Has your thinking about language teaching and learning evolved since the beginning 
of the semester? Explain. 
6) Can you provide a metaphor for case-based pedagogy? 
7) Describe, if you can, examples of how any ofthe case discussions have influenced 
your student teaching experience. 
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Appendix B 
SED BI 504 Seminar: The Student-Teaching Experience--Bilingual, TESOL, and 
Modern Foreign Language 
Amy Cournoyer 
Boston University 
amybc@bu.edu 
Course Description 
Office: SED 216 
Office Hours: Tuesdays and Thursday 2-4 
Phone: (617) 358- 4437/(617)529-3223 cell 
Discusses and analyzes the student-teaching-experience for those enrolled in bilingual, 
TESOL, and modem foreign language studies. Examines theoretical and methodological 
issues in bilingual and second language teaching, including strategies for immersion 
classrooms. 
Course Requirements 
In this seminar, student-teacher-generated cases will be analyzed via case-based 
pedagogy with the purpose of preparing reflective and skilled MFL/ESL/Bilingual 
educators in pre-K-12 settings. Preparation and active participation is expected from each 
student. 
Overview of the Case Method 
The case method forces students to grapple with exactly the kinds of decisions 
and dilemmas (teachers) confront every day. In doing so, it redefines the traditional 
educational dynamic in which the professor dispenses knowledge and students passively 
receive it. The case method creates a classroom in which students succeed not by simply 
absorbing facts and theories, but also by exercising the skills of leadership and teamwork 
in the face of real problems. Under the skillful guidance of a faculty member, they work 
together to analyze and synthesize conflicting data and points of view, to define and 
prioritize goals, to persuade and inspire others who think differently, to make tough 
decisions with uncertain information, and to seize opportunity in the face of doubt. 
Pioneered by HBS faculty in the 1920s, the case method began as a way of 
importing slices of business reality into the classroom in order to breathe life and instill 
greater meaning into the lessons of management education. Today, although we also 
make use of lectures, simulations, fieldwork, and other forms of teaching as appropriate, 
more than 80 percent of HBS classes are built on the case method. 
(http:/ /www.hbs.edu/ case/index.html) 
January 16 
Student Teaching Orientation. Review expectations for student teaching and 
observations. Review course syllabus. Watch Harvard Business School Case study 
method clip. 
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February 1 
Case Study: Beatrice Rowley 
Roundtable Discussion on Planning 
Due: Pre-Case Decision Essay 
Email: Post-Case Reflection Essay by February 8th 
February 29 
Case Study: Are they ready for middle school? 
Due: Pre-Case Decision Essay 
Email: Post-Case Reflection Essay by March 7 
March 7 
Case Study: Disorder in Samothrace 
Case Study: The Motivation Gap : Motivation and Second Language Learning 
Due: Pre-Case Decision Essay 
Email: Post-Case Reflection Essay by March 14th 
March 14 
Case Study: A Second grade sheltered immersion classroom 
Case Study: The Necessity of Balance and Variety 
Due: Pre-Case Decision Essay 
Email: Post-Case Reflection Essay by March 28 
March 28 
French Inaction 
Case Study: Assessing Oral Proficiency 
Due: Pre-Case Decision Essay 
Email: Post-Case Reflection Essay by April 4th 
April4 
Effective instructional strategies for struggling ELLs 
Classroom changes in response to MCAS 
Due: Pre-Case Decision Essay 
Email: Post-Case Reflection Essay by April 11th 
April18 
Does class conflict? 
Pondview High 
Due: Pre-Case Decision Essay 
Email: Post-Case Reflection Essay by Apri l 18th 
April25 
Ryecatcher 
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Due: Pre-Case Decision Essay 
Email: Post-Case Reflection Essay by May 2nd 
Assignments 
Pre-Case Decision Essays (20%) DUE: EACH CLASS MEETING 
Due on the day of each seminar meeting, students are expected to write a decision essay 
with reference to the case in question on that particular day. The following points should 
be included in the essay: 
a. Options 
b. Criteria (a rational decision should always be made with a set of criteria) 
c. Analysis of Options 
d. Recommendation (of the best choice among the options) 
e. Action plan 
Post-Case Reflection Essays (20%) DUE: AFTER EACH CASE DISCUSSION 
Subsequent to each case discussion, students will be asked to email the instructor a post-
case reflective essay that responds to the following questions: In what ways did the case 
study influence your thinking about the case? Did you change your original decision or 
did the discussion reaffirm your position? What points hadn't you considered prior to the 
case discussion? How might the information you gained from this case be applicable to 
your cunent instructional setting and/or future instructional settings? What did you learn? 
What are you inspired to learn more about? 
Critical Incident Report (20%) DUE: MAY 91h 
Students will be expected to compose a narrative account on the extent to which the case-
based pedagogy and case method led to either a positive or negative outcome in their 
student teaching and overall teacher preparation experience. Specific examples from the 
practicum experience should be provided to substantiate one's perspective. In this report, 
students should also comment on the extent to which --if at all-- the case discussions have 
influenced your values and attitudes about teaching in the context. 
Teaching Portfolio (20%): DUE: MAY 91h 
The state of Massachusetts Department of Education requires that all students seeking 
licensure create a teaching portfolio. Please refer to the Student Teaching Handbook (red 
book) for guidelines. 
Class Participation (20%) 
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Appendix C 
BI 515- Methods of Teaching Bilingual Education and ESL 
TL 508- Methods of Teaching English as a Second Language (ESL) 
TL 511 -Methods of Teaching Modern Foreign Languages (MFL) 
Amy Cournoyer 
Boston University 
amybc@bu.edu 
Course Description 
Office: SED 216 
Office Hours: Monday and Tuesdays 2-4 
Phone:(617)358-4437 
This course examines the current theories of and methodologies for second language 
teaching and learning for individuals interested in second language instruction as a 
profession. Students explore effective planning and instructional methods and assessment 
tools in order to prepare for the practicum teaching experience. Students enrolled in this 
course will observe language classes at different grade levels and school cultures, they 
will participate in some aspects of classroom teaching, and they will begin to plan and 
implement lessons. 
Goals 
In this course students will: 
1. Study the theories and research that infonn current pedagogical approaches to 
language instruction and current issues. 
2. Collect, create and adapt meaningful and well-planned instructional materials 
appropriate to their respective teaching environments. 
3. Prepare and implement individual lesson plans, a unit plan, authentic and traditional 
assessments. 
4. Develop the ability to contextualize language instruction to address the goals of the 
Standards for ESL/Foreign Language Learning. 
5. Understand how to respond to differences in students ' background knowledge and 
experiences, approaches to learning, culture, and language. 
6. Address multicultural issues, such as family and cultural background and gender 
differences in contemporary classroom settings. 
7. Practice delivering effective pedagogical modules in order to prepare for a successful 
student teaching experience. 
Field Observation 
During the thirty hour fieldwork experiences of TL 508, TL 511 , and BI 515 , students 
will become familiar with school procedures, classroom procedures, grade-level 
expectations, work with individual students, and possibly plan and implement small 
group and/or whole-class instruction as agreed upon by the student and the supervising 
practitioner. 
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Required text for all students: 
1. Shrum, J. & Glisan, E. (2005). Teacher's Handbook: Contextualized Language 
Instruction (3rd edition). Boston: Thomson Heinle. 
Required texts for BI 515 and TL 508: 
1. Echevarria, J. , M. Vogt, & D. Short. Making Content Comprehensible for English 
Language Learners: The SlOP Model. (211d edition) . Allyn and Bacon: Needham Heights. 
2. Peregoy, S., & Boyle, 0. (2005). Reading, Writing and Learning in ESL: A Resource 
Bookfor K-12 Teachers (4th Edition). New York: Longman. 
3. Massachusetts Department of Education. (2003) English language proficiency 
benchmarks and outcomes for English language learners. Malden, MA: Author. 
Available: http: / /www.doe.mass.edu/ell/benchmark.pdf 
4. TESOL. (1997). ESL Standards for Pre-K-1 2 students. Alexandria, Virginia: Author: 
Available: http: //www.tesol.org/s_tesol/seccss.asp?CID=113&DID=1583 
Required texts for TL 511: 
1. Omaggio Hadley, A. (2001) Teaching Language in Context (3rd edition). Boston" 
Thomson Heinle. 
2. ACTFL Standards for Foreign Language Learning (1996) New York: Author: 
Available: http: //www.actfl .org/files/public/execsumm.pdf 
3. Massachusetts Foreign Language Curriculum Framework (1999). Malden, MA: 
Author: Available: http: //www.doe.mass.edu/frameworks/foreign/1999.pdf 
Copies of additional required readings will be made available at the Educational 
Resources Library (SED) and posted on Courselnfo. 
September 8 : Course Overview 
Review of class expectations, student handbook, and logistics of field observations. 
Discussion of assumptions about language learning and teaching. 
September 15: On Knowing and Teaching a Language 
Students become familiar with principles of second language learning and the profession 
of language teaching as well as the needs of the institution and student population. 
Conversation with Ms. Jo Anne Richard about licensure requirements . 
Shrum & Glisan: Chapter I 
**Omaggio Hadley: Chaplers I and 2 
*Peregoy and Boyle : Chapters I and 2 
September 22 : Contextualized Language Instruction and Integrating Standards 
A historical view of context in language instruction 
Shrum & Glisan: Chapter 2 
**Omaggio Hadley: Chapter 4 
*Echevania, et a!. 
Video Viewing: **The Five C ·s: The Standards/or Foreign Language Learning 
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September 29: Principles and Priorities in Classroom Practice: Integrated 
Language Instruction 
Review of methods and approaches/Principles and Priorities in Instructional Planning 
Shrum & Glisan: Chapter 3 
**Omaggio Hadley: Chapter 3 
*Peregoy and Boyle : Chapter 3 
October 6: Instruction and Planning: Developing Oral Proficiency 
Shnun & Glisan: Chapter 8 
**Omaggio Hadley: Chapter 6 
**A CTFL Proficiency Guidelines-Speaking. Yonkers, NY: American Council on the 
Teaching of Foreign Languages, 1999. 
*Peregoy and Boyle: Chapter 4 
*Massachusetts English Language Assessment-MELA-0 
October 13: Instruction and Planning: Writing 
Shrum & Glisan: Chapter 9 
**Omaggio Hadley: Chapter 7 
*Peregoy and Boyle: Chapter 5 and 6 
October 20: Instruction and Planning: Listening 
Shrum & Glisan: Chapter 6 
*Peterson, P. (2001). Skills and Strategies for Proficient Listening. In M. Celce-Murcia 
(Ed.). Teaching English as a Second or Foreign Language. Boston: Heinle & Heinle. 
October 27: Instruction and Planning: Reading 
**Omaggio Hadley: Chapter 5 
*Peregoy and Boyle: Chapter 7, 8, 9 
Video: *Helping English Language Learners Succeed: An Overview of the SlOP 
November 10: Instruction and Planning: Assessing Standards-Based Language 
Performance in Context 
Shrum & Glisan: Chapter 11 
**Omaggio Hadley: Chapter 9 
*Peregoy and Boyle: Chapter 10 
November 17: Instruction and Planning: Addressing Culture in the Language 
Classroom/Home School Community Connections 
First Draft of Complete Unit Due/Peer Review 
Shrum & Glisan: Chapter 10 
**Omaggio Hadley: Chapter 8 
*Freeman, Y and Freeman, D. (1998). Lesions Should Support Students ' First Languages 
and Cultures. In ESLIEFL Teaching Principles for Success . P011smouth, NH: Heinemann. 
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November 24: Instruction and Planning: Vocabulary and Grammar 
Shrum & Glisan: Chapter 7 
Larsen-Freeman, D. (2001). Teaching Grammar. In M. Celce-Murcia (Ed.). Teaching 
English as a Second or Foreign Language. Boston: Heinle & Heinle. 
December 1: Students deliver pedagogical modules 
December 8: Instruction and Planning: Class Presentations of Curricular Units 
Description of Course Requirements 
1. Reflective Journals of Field Observations : 10% 
To promote critical reflective practice, students in this class will write weekly 
journals in which they record important practical classroom/teacher/learner/ observations 
and/or experiences and relate them to the theories, methods, and approaches discussed in 
class. In these journals, students may include descriptions of significant aspects of 
lessons, student-teacher/student-student interactions, school events, etc; questions or 
observations about problems that occur in teaching; personal reactions to occurrences in 
the classroom or school; and ideas for future analysis or recommendations for future 
action. 
II. Facilitated Discussion and Abstract: 20% 
Each student will be responsible for a twenty- minute small-group facilitated 
discussion of an assigned text. The facilitator is responsible for providing a brief 
summary ofthe chapter, a discussion of how the information provided in the text relates 
to what he/she has been observing at the school , and a list of three-five thought-
provoking questions related to the text. Facilitators are welcome to bring handouts and 
other supplementary materials to enhance the quality of the discussion. Please note, 
facilitators should not spend the entire twenty-five minutes summarizing the chapter; it is 
assumed that every in the group has read the text. The facilitator's role is to identify and 
explain key points in the text in order to facilitate a discussion that will enable and 
encourage all members to express their views and share their knowledge and experiences. 
At the end of the discussion, the small groups will report the salient points ofthe 
discussion to the larger class. 
In addition to leading a discussion, the student should also submit a one-two page 
abstract of the text (single-spaced, size 12 font) to the instructor that includes both a 
summary of and the student's reflection on the information provided in the text. 
III. Unit Lesson Plan: 30% 
Develop a curricular unit and submit a broad lesson plan for completion of that 
unit. Choose an area of investigation for the unit and include the following: 
a. Rationale for selection (i.e. students, students' needs, opportunities for language, 
literacy, and content area learning, connections to standards and Massachusetts 
Curriculum Frameworks) 
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b. Student outcomes (i.e. major concepts/understandings, skills/strategies/student 
products/assessments) 
c. Timeline (i.e. 4 week cycle, daily schedule) 
d. Resources - annotated bibliography of major resources (student and teacher) 
e. Instructional tasks 
Initiating, developing, culminating activities 
Five detailed lesson plans (minimum) with assessments 
Description (only) of other instructional activities 
In the five detailed lesson plans with assessments be sure to include objectives, Standards 
addressed, relation to previous lesson, presentation and practice, and closure activities for 
each point. Include a self-evaluative component as well. Submit a copy of the 
examination/evaluation tools you will use to assess student performance throughout the 
lessons and at the end of the unit (i.e., a unit exam). 
First Drafts of each section are due on the following dates: 
October 29: Topic, Rationale 
November 5: Student Outcomes 
November 19: Timeline, Daily Schedule, Resources 
IV. Case Study: 30% 
Using one of your reflective journals as a basis for the composition of a case, 
describe in detail what you have perceived to be one of the most significant instructional, 
professional, programmatic design, student, or teacher dilemmas at your field site. You 
may discuss a challenge that arose in your own teaching experience at the school or that 
you have observed. (You may also choose to describe an experience from another k-12 
school teaching situation that you have experienced prior to this point.) For the purposes 
of professional confidentiality, it is important not to provide the real names of the 
subjects or school involved-so please substitute the real names with imaginary ones, 
keeping the details the same. 
In the case, you must provide a detailed explanation of the school, the 
instructional program, the classroom, and the characters involved (i.e. teachers, students, 
administrators, parents, etc.), and of course the dilemma. The case should be written in 
third person and should tell a story. You may include quotations from characters in the 
case, school mission statements, references to standards, or whatever you think will 
provide a comprehensive picture of the complexity of the issue. As a writer of the case, 
your view should be neutral ; the case should have no stated conclusions or arguments. 
However, since these student case studies will be used in our spring seminar for in-class 
case method discussions. it is important that you provide sufficient information on which 
you classmates will be able to base their arguments and conclusions when analyzing your 
case. 
The case study should be 5-12 pages, size 12 font , double-spaced. 
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VI. Class Participation: 10% 
Students are expected to be present for all class sessions, complete all assignments on 
time, and actively participate in class discussions. 
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Appendix D: Participant information 
Student 
Student Degree Licensure Teaching Case Study 
Program Track Placement 
Elisa M.A.T French Independent Beatrice Rowley's Dilemma 
high school 
Mai Ed.M Bilingual Urban Are they Ready for Middle School? 
education elementary 
Miguel B.S. Spanish Urban high* Disorder in Samothrace 
school 
Ashley B.S. Spanish n/a Oxford High 
Beth Ed.M. Bilingual Urban A Second Grade Sheltered Immersion 
education elementary Classroom 
Haejin B.S. TESOL Urban high* The Necessity of Balance and Variety 
school 
Susan MAT French Urban* public French Inaction 
high school 
Alice Ed .M. Bilingual Urban Effective Instructional Interventions for 
education elementary Struggling ELLs 
Amy B.S. TESOL Urban middle Classroom Changes in Response to 
school MCAS 
Bella B.S. Spanish Urban 
elementary Does class Conflict? 
Jaime Ed .M . TESOL Urban high 
school Pond view Hi gh 
Suburban 
Alexis Ed.M . Bilingual elementary 
education Ryecatcher 
Suburban 
Suzette Ed .M. Bilingual Elementary 
education n/a 
*same field 
lacements 
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Appendix E 
SLTE Pedagogy Issues Addressed by Case-Based Pedagogy Using Student-Generated 
Cases 
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Appendix F -1: Student-generated cases 
Beatrice Rowley's Dilemma 
Beatrice Rowley's career did not take the path she quite expected it to . She went to 
school with the full intention of becoming a Latin teacher, and while she accomplished 
this goal, she picked up another language on the way. Beatrice ended her academic 
career with a minor in French, and ended up living in France for a few years. So when 
she took her certification exam for Latin, she decided to get certified in French as well. 
After a few years teaching at several schools, Beatrice settled in for the long-term in a 
public high school in an affluent, predominately white suburb outside of a major North 
Eastern city. 
Ms. Rowley's first few years at school were spent teaching Latin. As the 
popularity of the class decreased, however, Ms. Rowley started teaching French classes 
to bulk up her schedule. As the years went by, Ms. Rowley found herself teaching more 
and more French classes and fewer and fewer Latin classes. At the beginning of the 
cunent school year, for the first time ever, Ms. Rowley found herself teaching nothing 
but French classes, something she thought would never happen. 
The school system Ms. Rowley had settled in was an interesting one. It was the 
only system in the area that featured a French immersion program. Students in the 
immersion program started taking French in the first grade, and many ofthem continued 
on up through high school. The city itself shared boundaries with a much less affluent 
town, and the area of the city around this border was of a much lower socio-economic 
class than the majority of the school system. As a result, there were a lot of minority 
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students attending the city's only high school. The majority of these students were first 
or second-generation Haitian immigrants, and many of them knew a decent amount of the 
Creole language. 
As Ms. Rowley started the school year, she noticed some interesting trends in her 
classes. The classes that were made up of students in the immersion program were over 
95 % white, the majority of them from the higher end of the socio-economic class 
spectrum, with the balance between the sexes being a bit heavier on the female side. The 
classes consisting of higher level students, and students who had dropped out of the 
immersion program but wanted to continue taking French were of a more equal mix in 
terms of race, but there were more male students than female. Her biggest concern, 
however, was her fourth year class consisting of students who had never been a part of 
the immersion program, and whom in the following years, foreign languages would no 
longer be a requirement but an elective. 
The class was predominately of Haitian heritage. In the class of fifteen students, 
only two were of the non-Caribbean minority. In terms of gender, in the entire class there 
were also only two boys. All of the students spoke English as a first language, and 
English was the predominant language spoken in the household. Many of the girls, 
however, had learned or were taking Creole classes outside of school in order to be more 
connected to their heritage. 
As a whole, the class consisted of good students. They always moved along Ms. 
Rowley's schedule at a regular pace, and never seemed to struggle too much with the 
content. They all did very well on reading comprehension, and the students' writing 
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skills were either on par or above those of their peers in the immersion program. The 
problem with Ms. Rowley's fourth level class was their reluctance and often refusal to 
actually speak French in the classroom. 
Ms. Rowley tried as hard as she could to immerse her students in the language. 
She taught about 80 % of the class in French, reverting to English when the students were 
having problems understanding grammar concepts. When prodded, her students could 
supply the correct answers in French, but refused to use the target language when doing 
anything else, like asking questions about the work or for permission to do things like go 
to their locker or the restroom. Ms. Rowley often pushed and pushed to get her students 
to speak French, but sometimes for the sake of time and her sanity she had to allow them 
to use English. She was actually rather surprised that, with so many ofher students being 
able to speak at least a little bit of Creole, that even with French being a bit similar to that 
language they were all so reluctant to speak. 
The textbook they were using is a standard high school French textbook that was 
used by a lot of the high schools in the area. Each chapter of the textbook featured an 
introduction to the theme that centered on culture, and at the end of each chapter there 
was a section that included history, culture, or literature. Included with the teacher's 
materials was a case of CDs that corresponded to the listening activities that appeared in 
the textbook and the workbook. These listening activities consisted mostly of dialogues 
that then asked students to answer comprehension questions in the form of multiple 
choice or true and false. Everything on the CDs was made explicitly for the textbook, 
though it was written and recorded by native French speakers. The textbook being used 
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the class is the third book in a three book series. The only textbook in the series that 
features any visual accompaniment is the second book, which features the story of a high 
school student, her boyfriend, and her best friend cut into 2-3 minute segments at the 
beginning of each chapter. Ms. Rowley tried to do as many of the listening activities as 
possible, but they all focused on answering questions in the workbook and not on 
eliciting oral output from the students. Ms. Rowley had a copy of all the scripts, but she 
could not give them to her students without compromising the goal of the activity. Ms. 
Rowley had not lived in France for years, and up until this year it was not really her 
specialty. She was not too familiar with French pop culture or any materials relating to it 
that she could use to motivate her students. 
Ms. Rowley tried her best to mix up the kind of work going on in the classroom. 
Her school was on an interesting schedule. Three days a week they had a regular, 7 
period, 50 minute per class schedule. Two days a week featured block periods for the 
first half of the day. The first day of block periods featured extended, 100 minute length 
periods one and three, plus a study period in between the two. The second day of block 
periods featured extended periods two and four, plus another study period. Ms. Rowley 
always started her classes with attendance, and then asked the students if they had 
questions about what they had previously done in class. On a shorter day , Ms. Rowley 
would spend the first 15 minutes of class going over the homework form the night before. 
The rest of the period would be spent going over either the next grammar point to be 
covered, or the chapter of the novel the class was also reading at the time. On block 
days, Ms. Rowley would spend additional time reviewing everything the class had 
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worked on that week, and then try to do some listening activities with the class if they 
hadn't fallen behind the general timeline. Because of block scheduling, Ms. Rowley only 
saw her students four days a week. 
In reality, talking was not a problem for her students. They were really quite 
talkative. One student, Marie, liked to talk a bit too much about things umelated to the 
class material. She was probably the brightest student in the class when she focused 
herself on the work, but Marie was generally too busy chatting with her classmates to 
make an effort to speak in class. The two boys in the class were chatty enough before 
and after class, but seemed hesitant to speak in French in front of the predominately 
female class. The two boys were often teased by the girls about their inability to speak 
their native Haitian Creole. The two non-minority students in the class, both girls, did 
not seem to be friends with any of the students of the class. They would answer 
questions when called upon, but neither of them would volunteer answers or ask 
questions. Another of the girls in the class, Tess, was teaching herself Japanese, and 
seemed more enthused by learning and speaking Japanese than she did by her French 
studies. The rest of the girls in the class were all on friendly terms. They liked to talk 
about what was going on at school and what was going on in the Haitian Creole 
community, such as who was taking what dance classes and when performances were. 
Ms. Rowley did not know what to do with her students. They were all very bright 
and had a firm grasp of the language, but for some reason refused to speak. She was 
hesitantto be too hard with them, because for many of them this year of French would 
determine whether or not they would continue taking the language as an elective. She 
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wanted them to enjoy themselves and keep their interest in the language, but at the same 
time she knew she was failing at improving their oral skills. She thought about placing a 
higher emphasis than she did already on the oral aspects of her curriculum, but she barely 
had enough time to do everything she needed to with them in the first place. She needed 
to find a way to motivate her students to use their French more, both inside and outside of 
the classroom, but was at a loss about what to do. 
The Necessity of Balance and Variety 
Just a block from a prestigious university, JohnS. Cassidy High School is connected by a 
walking bridge to an arts building. In the 1970's, the two schools were merged, and in 
2001 , the Cassidy Technical School of the Arts was renovated to provide students with 
state of the art facilities to showcase artwork, theater performances and a new media lab. 
At JohnS. Cassidy High School, the students are divided into four learning communities, 
and during their freshman as well as their sophomore year, the students take core classes 
with their learning communities. Each learning community consists of approximately 
400-450 students, and there is a 15:1 student to teacher ratio. There is a 4x4 block 
scheduling, which consists of three days of 84-minute periods and two days 90-minute 
periods. Within these learning communities, the students work with their respective 
guidance counselors for the four years they attend the high school. Like most high 
schools, John S. Cassidy High School provides a variety of athletics and clubs as well as 
the art program, to get plugged into the school. In addition, there is an extension program 
as an alternative to graduation in order to achieve a high school diploma, which provides 
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a cuniculum analogous to the state guidelines. 
At JohnS. Cassidy High School, the administrators and teachers try to offer a 
learning environment conducive to the academic, social and civic aspect of a student's 
life. The learning environment should assist students to develop their critical thinking 
skills, their interpersonal skills, and their ability to take responsibility for their behavior. 
For English language learners, the International Program was specifically established to 
meet these needs. Students who take part in the International Program are assisted with 
their sequence of intensive English language courses with supplementary or facilitation in 
their native language when necessary. Not only will the students to develop academic 
skills required to be mainstreamed into regular classrooms, the students will also be 
exposed to different aspects of American culture. Lastly) the Amistad Federal Grant 
provides funds to the Bilingual and Language Acquisition Department in order to offer 
English language learners opportunities to receive instruction in MCAS and other 
standardized tests. Also, the fund covers ESL as well as computer literacy classes for 
parents, and there are monthly forums held for parents to be informed about issues 
regarding immigration or adolescence. 
Before entering JohnS. Cassidy High School, the students are greeted by nanow 
pathways and busy construction workers because the school is still in the process of being 
remodeled. Once the students enter the school, they are greeted by the main security 
officer on duty, and the murals as well as glass cases of student artwork is displayed in 
the hallways of first floor. When the bell rings, everybody walks over to their respective 
classrooms. After first period, the students attend a short twenty-minute home room 
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period for purposes of attendance and announcements. Home room period is the best 
way to get a look at the diverse student body. Since home room period is a mix of all the 
students, the divide between the urban and suburban worlds are very apparent. While the 
students of the minority community like to spend home room period listening to their hip 
hop and working on their dance moves, the rest of the students can be seen working on 
last minute homework assignments for the next class or working on a homework 
assignment for a class the next day. There seems to be rare mixture of interactions, and 
there seems to be a clear divide between the two groups of students. However, the 
students respect each other's space, which helps them to reduce any possibility of 
conflicts between the two groups. 
After walking up four flights of the main stairs, Ms. Yeras's Advanced World 
Literature II Class for sophomore ESL students can be found in learning community "C". 
In the classroom, the goals and objectives for each week can be written in bold and 
colorful writing on the chalkboard on one side of the classroom. In the front ofthe 
classroom, the white board contains the agenda and assignments for the class that day, 
and the teacher makes time before the beginning of class to go over the agenda with the 
students. It is expected for the students to come to class on time and prepared in the 
class. Therefore, before the bell rings for class, the students must be in their seats with 
their materials out on their desks. Most of the students are good about accomplishing this 
task, but even towards the end of the semester, there are some students lagging to enter 
the classroom, and the same students need to be reminded of the procedures ofthe 
classroom. There are approximately fourteen male students with one female student in 
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the classroom, and the majority of the students speak Spanish, Portuguese or Haitian 
Creole. During class, the students can be heard speaking their home language to their 
peers, especially if they need clarification. The ESL students do not seem to fit into the 
urban or suburban population at school because they do not get many opportunities to be 
mainstreamed with their peers until their junior year of high school. Some of the students 
are driven to improve their English language skills so they can master other academic 
skills, but the other half of the students do not see the purpose of improving their English 
language skills. Ms. Y eras herself has a Portuguese background, and she has only been 
teaching ESL for a few years at JohnS. Cassidy High School. She admits it is a 
challenge to cater to the needs of these students because they are ESL students, but there 
seems to be little action taken to make the necessary adjustments in her lesson plans. 
If there is ample time in the beginning ofthe class, Ms. Yeras likes to start off the 
class with a newspaper activity. Every day, the students like to bring in the Metro 
newspaper before schools starts, and they hope Ms. Y eras will find an interesting article 
to discuss in class as well as learning new vocabulary relative to the article being 
discussed. The students seems have a good response to the newspaper activity, especially 
during the elections for the presidency because they seemed to be paying attention to 
what was going on at that time, and they were eager to learn relative vocabulary words 
they can utilize in their conversations or writing. Unfortunately, there is not enough time 
for Ms. Yeras to implement this activity every day, but when she can the students seem to 
be a little more upbeat or motivated. Also, in the beginning Ms. Yeras tries to 
incorporate grammar warm-ups, and this semester she seems to have focused on phrasal 
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verbs. This activity involves little instructions, and the students are given about twenty 
minutes to work on a worksheet regarding phrasal verbs. Each day, a new phrasal verb is 
taught, and the teacher tries to give them a quiz after every phrasal verb lesson. The 
teacher does not really explain the purpose of these grammar activities, and even though 
the quizzes are only supposed to take ten minutes maximum, the teacher is lenient about 
giving the students up to twenty to twenty five minutes on their quiz, which cuts into 
class time. During the grammar quiz, the anxiety of the students can be seen as they 
frantically study for the quiz before whatever little time they have before the bell rings 
for class. Many of the students are asking the teacher to review the lesson or some of the 
students just did not retain any knowledge of learning phrasal verbs throughout the 
semester. 
Once the newspaper activity or the grammar exercises are finished, the rest of the 
class is dedicated reading and comprehending the literature they are reading. Currently, 
the students are reading Things Fall Apart, and despite the fact the teacher assigns the 
reading outside of class, every chapter of the book is read as well dissected during the 
class. Since Ms. Yeras teaches a literature class, the students are expected to approach 
literature with not just a literal but with a critical eye. Even before Ms. Y eras begins 
reading a novel, she likes to do pre-reading activity with her students. Most of the time, 
she tries to do group presentation projects, where the students research the cultural or 
historical setting of the novel. Then, the students can get a feel for the plot and characters 
of this novel. Ms. Yeras admits that she is not a big fan of group projects because she 
feels her students are having trouble understanding the idea of teamwork, but she feels 
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the need to incorporate it somehow because other classes require group activities or 
assignments. When she assigned different tribes to investigate before they read Things 
Fall Apart, only one group seemed to get the point of cooperative learning perhaps 
because she did not go over her expectations or a rubric before introducing the 
assignment. Every group was responsible for researching the cultural, political, and 
social aspects of the tribal group they were assigned, and every group member was 
responsible for a particular task. The reason group A was able to succeed with their 
group project was because they had a leader in the group. Although they had their 
separate responsibilities such as researching or typing the report, Derek decided to 
facilitate the group's progress. In addition, each member of the group had his or her 
separate roles, they made decisions together, especially when they were working on the 
graphic design portion of the assignment. Other groups had stubborn students like 
Christian, who made sure they were only responsible for the minimal amount of work, 
and they did not want to participate after they finished their portion of the project. Ms. 
Y eras lost her patience with the attitude of students like Christian because they caused 
arguments among the group members. Therefore, she just let them do the minimal 
amount of work, which may have helped students avoid further conflict, but now the 
other students have to do more work to finish the group project presentation. However, 
since there are about four to five students in each group, the students are able to divide 
the roles based on their talents or their best learning style. Probably, the best pre-reading 
activity the teacher incorporates is her see, think, wonder activity, which is like a KWL 
chart. A cover of the book is blown up into a power point, and the students would write 
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down the images they see, what they think the images mean, and what they wonder about 
the images. Students seem to be the most engaged or active during this activity because 
it gives them a chance to be creative or think outside of the box. 
Sadly, the pre-reading activity is probably the most diversified activity to the 
students are exposed to in the classroom that gives them a chance to incorporate their 
multiple intelligences and learn the impmiance ofteam work. Every day, Ms. Yeras asks 
the students to summarize what they went over the last class, and they are predict, 
occasionally in their journals what they believe will occur in the next chapter. Then, the 
teacher reads the entire chapter aloud to the students for the rest of the class, and the 
students are expected just to follow along. At this time, most of the students are focused 
on the reading, but there a few students like Jason, who sit in the comer, pretending to 
following along the reading, and he is doodling instead. Ms. Y eras does not seem to take 
note ofthese students as she continues to read the chapter. Sometimes, she will stop in 
the middle of her reading to go over any unknown vocabulary words and significant 
events that are occurring in the chapter. Usually, the same students end up participating 
in the discussions, and the structure of her discussions are always the same. Towards the 
end of class, she once again reviews with them, what has occurred in the novel up to the 
chapter they read, and sometimes they are assigned comprehension questions relating to 
the chapter read for homework. Rarely, does she assign a creative assignment for 
homework like the time she had the students draw the setting of the novel based on the 
description in the novel. Students were most likely to finish this assignment then taking 
the time to seriously answer the comprehension questions in their reading packet. 
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Occasionally, the teacher will throw in some open response questions regarding the novel 
because they have to practice their reader response skill for the MCAS in March. 
Basically, this is the approach for the literature portion of the classroom most of the days, 
and the boredom ofthis routine is apparent in the expressions of the students throughout 
the classroom period. Even the teacher's energy seems to be drained after reading just 
one chapter of the novel, and there is a good ten minutes to utilize before the class period 
is over, but the teacher lets her students get ready to leave. Only some students will 
utilize this time to work on their comprehension questions before class ends, and the 
other students can be seen filling out the questions before the bell rings for class the next 
day. 
Most of the time Ms. Y eras has to tell them the homework assignments are for a 
grade so the students have at least some motivation to take the comprehension questions 
seriously. Also, this allows students to become more active with participation in class 
with the discussion of the comprehension questions. Other than collecting the homework 
or discussing the comprehension class, the teacher does not have another form of 
assessing their comprehension of the material and their participation in class. Most of the 
discussions are between the teacher and the students, and there seems to be rare 
opportunities where the students are interacting with each other except when there is time 
to work on the comprehension questions in class. Sadly, there is no variety with the 
teaching methods, and these teaching methods due not cater to the different multiple 
intelligences ofthe classroom. 
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French Inaction 
James Woods High School (JWHS) is the public high school serving Seaville, a 
medium-sized city in the northeast. Students come to JWHS from one of twelve public 
elementary (K-8) schools (or, of course, from private schools and from other towns 
through moving to Seaville). JWHS was originally two separate schools: Seaville High, 
founded in 1648, and the Woods Technical School, founded in 1888. It was not until 
1977 that the two schools were merged into JWHS. 
There are currently approximately 1,800 students enrolled at JWHS. The school 
is broken down into four learning communities (LCs), C, R, LandS, each with between 
400 and 450 students. The purpose of the LCs is to "promote high levels ofleaming and 
achievement for all students," according to the JWHS website, which goes on to explain, 
"students generally take their core freshman and sophomore year classes within their LC, 
and stay within it for guidance counseling for all four years." JWHS has a student to 
teacher ratio of 15:1, but actual class sizes vary greatly. JWHS offers honors courses in 
the "core" subjects ofEnglish, history, mathematics, science and world languages, as 
well asAP courses in these subj ects to students in the 11 111 and 1i11 grades. JWHS is on a 
block schedule, each "core" subject meeting for 83 minutes, five times a week, for one 
semester. There are a total of four periods in the school day. At the beginning of each 
semester, students begin new courses. 
The World Languages Department at JWHS offers instruction in five languages: 
Spanish, French, Italian, Latin and Portuguese. The JWHS website explains the school ' s 
view of language study: "One of the most important academic studies in the roster of 
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JWHS courses is a foreign language. The study of another language gives an inside view 
of another culture, way of thinking, set of values, and lifestyle; it is the most natural 
vehicle for acquiring a multicultural outlook; it enhances English vocabulary and 
knowledge of language structure and usage. It is indispensable for the college-bound and 
an invaluable embellishment to the educational background of the non-college bound." 
Clearly, language study is highly valued. 
Approximately 80% of students at JWHS take Spanish. Of the remaining 20%, 
the majority takes French, and the remaining three languages, Italian, Latin and 
Portuguese, have a fairly even representative distribution of the remaining students. So, 
while the average Spanish class consists of 25 to 30 students, the average French class 
consists of 1 0 to 15. 
The higher number of Spanish students has also lead to the department creating a 
standardized curriculum to ensure that all students in, for example, Spanish III, regardless 
of which teachers they have had, have been taught the same topics. The standardized 
curriculum contains expectations on student outcomes, required projects and standard 
tests, yet also has enough flexibility for the teacher to play to his or her strengths. 
In the other world languages, however, there is no standardized curriculum. 
According to Dr. Samuel Tarnapi, the head world language for Seaville Public Schools, 
provided that the students continue to have a high achievement rate on the AP exam, he is 
satisfied that the teaching and learning in those classrooms is up to par. 1 
Mme Dumachin has been teaching French at JWHS for over twenty years. Dr. 
Personal interview, Wednesday, December 3, 2008. 
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Trapani praises her for the quality of both her teaching and her proficiency in French. In 
the Fall of2008, Mme Dumachin was teaching three courses, French II, French IV 
honors, and AP French. Each world language class is allotted one half of one period per 
week (or 40 minutes) during which the class uses the language lab. Mme Dumachin's 
French II class spent most of this language lab time working with French in Action. 
French in Action is a French language television series course that was developed 
by Professor Pierre Capretz of Yale University. The majority of each episode consists of 
a scene between recurring characters, most notably Mireille (a French university student) 
and Robert (an American visiting Paris), and visiting characters focusing on a grammar 
and/or vocabulary theme. For example, an episode about cars and transportation follows 
Mireille, who is trying to visit a friend in the cmmtryside outside Paris. She rents a car 
that, it turns out, has a whole host of problems; the brakes fail, she runs out of gas, she 
gets a flat tire, the windshield wipers do not work, and, when she finally arrives at the 
friend's house, she has to tum around immediately, so as to return before dark, because 
the headlights do not work. 
The scene lasts about fifteen minutes and is fairly cohesive, though occasionally a 
mime is cut into a scene to act out some verb phrase the students would not likely 
understand. At the end of fifteen minutes, Capretz walks the viewers through the scene 
again, slowly and with much repeating and restating, going over vocabulary, with the 
occasional subtitle on screen to reinforce spelling. Finally, many of the episodes end 
with snippets of (unscripted) interviews with "real" French people about one of the 
cultural subjects tackled during the episode. In the episode on cars and transportation, 
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survey questions included such questions as, Is it difficult/dangerous to drive in Paris? Is 
it hard to get your drivers license in France?, etc. The videos also often include a brief 
scene edited so that the students viewing the video can say the lines along with the 
characters. This part usually contains approximately four total lines of dialog. 
Mme Dumachin's students watch the video and are expected to take notes on 
what happened in the scene as well as vocabulary they pick up on. The students are 
expected to write down all vocabulary that Capretz has written on the screen (or as much 
as they can, as the "subtitles" are on the screen for approximately ten seconds) as well as 
anything else they pick up. 
At the end of the 40-minute language lab time, the class returns to the classroom 
to discuss the episode. Mme Dumachin, using the accompanying teacher's guide, asks 
the students questions both about what happened in the plot as well as vocabulary, 
grammar and idiomatic expressions were covered. The class goes over as much 
vocabulary and idiomatic expressions as possible until the period runs out. This is done 
in a very simple interaction where Mme Dumachin asks a question, such as "Comment 
dit-on Steering Wheel?", or 
lane? 
Mme Dumachin: What happened when Mireille was driving down the country 
Jane: "She got aflat tire. " 
Mme Dumachin: " Who helped her? ·· 
Jane: "A Cyclist" (in French). 
Mme Dumachin usually waits for a student to raise his or her hand, but will 
occasionally call on a specific student to answer. 
Students often seem not to have heard the terms discussed enough times (or the 
262 
writing was not on screen long enough for them to get the full or correct spelling) to be 
certain of pronunciation and so make a best guess, which is not always understood by 
Mme Dumachin. For example, after the recent viewing of the episode on driving, the 
class was listing the vocabulary they picked up throughout the video, when Clara 
attempted to give a vocabulary word. It sounded as though she said, "cray ver oon peuh 
noo." While Clara was speaking relatively quietly, Mme Dumachin had to ask her four 
or five times to repeat it before she asked Clara to say in English what she was trying to 
say, "get a flat tire" (crever un pneu). Upon finally understanding what Clara had been 
trying to say, Mme Dumachin then said the term, so the students would know the conect 
pronunciation, and wrote it on the board. 
Of the eight students in the class, three or four participate in this exchange 
regularly . It is unclear whether the other four or five do not participate because they did 
not understand the video to begin with, because they did not pay attention during the 
video, because they did not write it down, because they think school is uncool or because 
they do not like the class. Any of these possibilities is equally feasible, as are others not 
listed here. 
When the bell rings, the students file out of the room in an unremarkable way. 
James Woods High School (JWHS) is the public high school serving Seaville, a 
medium-sized city in the northeast. Students come to JWHS from one of twelve public 
elementary (K-8) schools (or, of course, from private schools and from other towns 
through moving to Seaville). JWHS was originally two separate schools: Seaville Hi gh, 
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founded in 1648, and the Woods Technical School, founded in 1888. It was not until 
1977 that the two schools were merged into JWHS. 
There are currently approximately 1,800 students emolled at JWHS. The school 
is broken down into four learning communities (LCs), C, R, LandS, each with between 
400 and 450 students. The purpose of the LCs is to "promote high levels of learning and 
achievement for all students," according to the JWHS website, which goes on to explain, 
"students generally take their core freshman and sophomore year classes within their LC, 
and stay within it for guidance counseling for all four years." JWHS has a student to 
teacher ratio of 15:1, but actual class sizes vary greatly. JWHS offers honors courses in 
the "core" subjects of English, history, mathematics, science and world languages, as 
well asAP courses in these subjects to students in the 11 111 and 1t11 grades. JWHS is on a 
block schedule, each "core" subject meeting for 83 minutes, five times a week, for one 
semester. There are a total of four periods in the school day. At the beginning of each 
semester, students begin new courses. 
The World Languages Department at JWHS offers instruction in five languages: 
Spanish, French, Italian, Latin and Portuguese. The JWHS website explains the school's 
view of language study: "One of the most important academic studies in the roster of 
JWHS courses is a foreign language. The study of another language gives an inside view 
of another culture, way ofthinking, set ofvalues, and lifestyle; it is the most natural 
vehicle for acquiring a multicultural outlook; it enhances English vocabulary and 
knowledge of language structure and usage. It is indispensable for the college-bound and 
an invaluable embellishment to the educational background of the non-colJege bound." 
264 
Clearly, language study is highly valued. 
Approximately 80% of students at JWHS take Spanish. Of the remaining 20%, 
the majority takes French, and the remaining three languages, Italian, Latin and 
Portuguese, have a fairly even representative distribution of the remaining students. So, 
while the average Spanish class consists of25 to 30 students, the average French class 
consists of 10 to 15. 
The higher number of Spanish students has also lead to the department creating a 
standardized curriculum to ensure that all students in, for example, Spanish III, regardless 
of which teachers they have had, have been taught the same topics. The standardized 
curriculum contains expectations on student outcomes, required projects and standard 
tests, yet also has enough flexibility for the teacher to play to his or her strengths. 
In the other world languages, however, there is no standardized curriculum. 
According to Dr. Samuel Tamapi, the head world language for Seaville Public Schools, 
provided that the students continue to have a high achievement rate on the AP exam, he is 
satisfied that the teaching and learning in those classrooms is up to par.2 
Mrne Dumachin has been teaching French at JWHS for over twenty years. Dr. 
Trapani praises her for the quality of both her teaching and her proficiency in French. In 
the Fall of2008, Mme Dumachin was teaching three courses, French II, French IV 
honors, and AP French. Each world language class is allotted one half of one period per 
week (or 40 minutes) during which the class uses the language lab. Mme Dumachin's 
French II class spent most of this language lab time working with French in Action. 
Personal interview, Wednesday, December 3, 2008. 
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French in Action is a French language television series course that was developed 
by Professor Piene Capretz of Yale University. The majority of each episode consists of 
a scene between recuning characters, most notably Mireille (a French university student) 
and Robert (an American visiting Paris), and visiting characters focusing on a grammar 
and/or vocabulary theme. For example, an episode about cars and transportation follows 
Mireille, who is trying to visit a friend in the countryside outside Paris. She rents a car 
that, it turns out, has a whole host of problems; the brakes fail, she runs out of gas, she 
gets a flat tire, the windshield wipers do not work, and, when she finally arrives at the 
friend ' s house, she has to turn around immediately, so as to return before dark, because 
the headlights do not work. 
The scene lasts about fifteen minutes and is fairly cohesive, though occasionally a 
mime is cut into a scene to act out some verb phrase the students would not likely 
understand. At the end of fifteen minutes, Capretz walks the viewers through the scene 
again, slowly and with much repeating and restating, going over vocabulary, with the 
occasional subtitle on screen to reinforce spelling. Finally, many of the episodes end 
with snippets of (unscripted) interviews with "real" French people about one of the 
cultural subjects tackled during the episode. In the episode on cars and transportation, 
survey questions included such questions as, Is it difficult/dangerous to drive in Paris? Is 
it hard to get your drivers license in France?, etc. The videos also often include a brief 
scene edited so that the students viewing the video can say the lines along with the 
characters. This part usually contains approximately four total lines of dialog. 
Mme Dumachin ' s students watch the video and are expected to take notes on 
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what happened in the scene as well as vocabulary they pick up on. The students are 
expected to write down all vocabulary that Capretz has written on the screen (or as much 
as they can, as the "subtitles" are on the screen for approximately ten seconds) as well as 
anything else they pick up. 
At the end of the 40-minute language lab time, the class returns to the classroom 
to discuss the episode. Mme Dumachin, using the accompanying teacher' s guide, asks 
the students questions both about what happened in the plot as well as vocabulary, 
grammar and idiomatic expressions were covered. The class goes over as much 
vocabulary and idiomatic expressions as possible until the period runs out. This is done 
in a very simple interaction where Mme Dumachin asks a question, such as "Comment 
dit-on Steering Wheel?", or 
lane? 
Mme Dumachin: What happened when Mireille was driving down the country 
Jane: "She got a flat tire." 
Mrne Dumachin: "Who helped her? " 
Jane: "A Cyclist" (in French). 
Mrne Dumachin usually waits for a student to raise his or her hand, but will 
occasionally call on a specific student to answer. 
Students often seem not to have heard the terms discussed enough times (or the 
writing was not on screen long enough for them to get the full or cotTect spelling) to be 
certain of pronunciation and so make a best guess, which is not always understood by 
Mme Dumachin. For example, after the recent viewing of the episode on driving, the 
class was listing the vocabulary they picked up throughout the video, when Clara 
attempted to give a vocabulary word. It sounded as though she said, "cray ver oon peuh 
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noo." While Clara was speaking relatively quietly, Mme Dumachin had to ask her four 
or five times to repeat it before she asked Clara to say in English what she was trying to 
say, "get a flat tire" (crever un pneu). Upon finally understanding what Clara had been 
trying to say, Mme Dumachin then said the term, so the students would know the correct 
pronunciation, and wrote it on the board. 
Of the eight students in the class, three or four participate in this exchange 
regularly. It is unclear whether the other four or five do not participate because they did 
not understand the video to begin with, because they did not pay attention during the 
video, because they did not write it down, because they think school is uncool or because 
they do not like the class. Any of these possibilities is equally feasible, as are others not 
listed here. 
When the bell rings, the students file out of the room in an unremarkable way. 
Oxford High 
Ms. Young enters the room and leans against the back counter. This is how Mrs. 
Riachuelo knows that period three is starting. Mrs. Young, a Latin teacher, was assigned 
to Mrs. Riachuelo's period three class as an aide in an effort "to help with classroom 
management" as Mrs. Riachuelo says. Mrs. Riachuelo's period three class is a level two 
college preparatory Spanish class of 18 students, most of whom are African-American 
males except a few. 
Approximately I ,802 students attend the Oxford School in Oxford, Minnesota. 
The School is further divided into four learning communities or LC's cleverly named 
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learning community 0, learning community C, learning community Rand learning 
community S. Each LC has anywhere from 400 to 450 students. These communities are 
supposed to give students a small school feel within a large school. The students go to 
school with the same students and have the same teachers, especially for their core 
classes in the learning community. However, it appears to create additional levels of 
bureaucracy. It creates more paperwork and hinders communication between schools and 
departments. For example, a student from period one who needs tutoring needs to go the 
tutoring center and fill out a form to be tutored and then take it back to his teacher and 
have it signed. However the tutoring coordinator does not have a tutor for him and does 
not really know what to do so she sends him back to the teacher. The teacher believes it 
is the responsibility of the tutoring center to find a tutor for him so she tells him to go 
back after school. 
The students at Oxford are required to take four years of English, four years of 
history, three years of math and science and two years of a foreign language in order to 
meet graduation requirements. Each teacher usually teachers a variety of levels, both 
honors and college preparatory. Levels four and five are not distinguished as honors or 
college preparatory as "students who continue on to those levels usually want to be 
there." A Spanish teacher might teach a level four, a level one and an honors two. It 
would be rare to have three honors three classes. Mrs. Riachuelo says that most of the 
teachers like to teach honors and upper level classes as the students are more motivated. 
Therefore , everyone has to teach a variety of courses, unless you get those rare teachers 
who like to do all level ones and twos . Level one appears to be very difficult to teach as 
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it is not divided into honors and college preparatory. However, there are level ones 
designated for heritage speakers. Level one classes are composed of students of all 
different abilities. Mrs. Riachuelo, explains that "you'll get kids in a level one class who 
are taking it again because they failed it but don't want to work because they think they 
know it already. But they really don't." Then there will be the students who are taking 
for the first time and really want to learn the material. It is difficult for the teacher to 
teach the material but then have to re-teach because half of the class isn't understanding 
it. Oxford uses a semester schedule. A student might take level one of a language first 
semester of his or her freshman year and then not take level two until second semester 
sophomore year. However, there also will be students in the level two second semester 
who are fresh out of level one from the previous semester. 
Oxford School is a large high school in a city that is home to some of the most 
prestigious universities in the world. Many of the students who attend Oxford are the 
children of professors, researchers and others with intellectually oriented professions. 
The city is home to peoples of all different etlmicities, beliefs and backgrounds. 
Conversely, the people of Oxford fall into only one of two socioeconomic statuses. The 
city of Oxford eliminated rent control in the past year, which led to the flight of the 
middle class. The people who can afford to stay are composed mostly of the wealthy 
intellectual elite. The other group of people, who are mostly immigrants and African -
Americans, are confined to a dense neighborhood of crowded three families. Rent does 
not increase sharply or skyrocket in these areas, as there is no demand to live there. The 
other half of the students who attend Oxford are the children of these people. 
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The students can be divided into two distinct groups, those who take honors 
classes and those who take college preparatory classes. The honors students, mostly 
children of professors and the wealthy, are education oriented. They appear to value 
learning, progression and competition. Their focus is on getting into a good college. 
Strangely enough, the students in the classes entitled "college preparatory" are less 
education oriented. They appear to be more relationally oriented. School and class are a 
place where they come to socialize with their friends and be seen. There seems to be less 
of a focus on the far future and more of a focus on immediate pleasure and satisfaction. 
There are two groups of students; those who are eager to learn and do well, albeit if only 
for a grade, and those who do not care if they receive poor marks or are not learning. 
Now we must examine how the teacher handles these two groups. 
Back to the period three class, Mrs. Riachuelo begins with the lesson. It takes 10 
minutes for the noise and interaction to dissipate to low-level chatter, silent smirks, 
discreet tosses and texting. Mrs. Young's presence at the back of the room appears to 
have no effect on any of this . Mrs. Riachuelo sticks to the prescribed schedule of 
classroom activities, attendance and homework, the warm-up or do-now, followed by 
verb drills, outcomes, instruction and summary. Mrs. Riachuelo says that "they really 
want us to follow the schedule for classroom management purposes." She tells me Mrs. 
Young is supposed to be there as a classroom aide but "she can ' t do much because she 
doesn't know the language. " The students seem to completely ignore Mrs. Young. The 
teacher begins to collect the homework which most ofthe students don't have while they 
complete a wann-up activity. The warm up activity is to conjugate the verb in a list of 
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sentences in the preterit tense. This is the point when the students are the most quiet. 
During transitions students will speak to other students across the room. Most of their 
discourse is criticism. Mrs. Riachuelo begins with the instruction, which is train station 
vocabulary. She uses an interactive powerpoint. She is at the projector stand where the 
computer and projector controls are housed. The students are separated from the 
projector screen by the stand and a misplaced counter. Coco is sleeping with head on her 
desk between her arms. Bart is throwing paper airplanes and other objects at another 
classmate. He is very sly and aware ofwhere Mrs. Riachuelo's gaze is. Mrs. Young 
seems to be aware of everything that is going on, including Bart' s aviation practice but 
does nothing. Leticia is discreetly sending text messages on her sidekick between her 
legs. A few students appear to be copying the vocabulary into their notes. After more 
students begin talking and the noise level rises. Mrs. Riachuelo remarks defensively, 
"You need this in your notes because it's going to be on the test. I'm just trying to help 
you." The students quiet somewhat. She seems to be unaware ofthe dynamics occmTing 
while she is teaching. The week prior, a student was behaving a little strangely. Chucky 
kept drinking grape juice out of a bottle. At one point in the class he spilled some and 
Mrs. Riachuelo escorted him to the dean. Later she said, "I smelled wine when Chuck 
spilled it so I took him to the dean." Finally period three ends and the students 
rambunctiously head offto lunch. 
Mrs. Riahchuelo tells me that there six students with IEP 's in that class. She also 
explains how she alters the activities between her honors and college prep. Level two 
classes. "Usually for the honors I give them a verb bank and they have to put the correct 
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verb in the sentence and then conjugate it. But for them I just give them the verb that 
they have to conjugate in the sentence. These kids do better with more drilling 
activities." She continues to say, "You're going to have to teach classes like that, but 
then you get you 
Pondview High School belongs to an urban public school district whose slogan, 
seen in advertisements around the city, claims to be "preparing students for a future full 
of opportunity." Once occupied by a gas company, the building was converted into a 
school in the early 1980s and still maintains much of its cold, industrial qualities from the 
outside. The school sits no more than four miles southwest of an affluent metropolitan 
center that attracts tourists from around the world. The community has undergone 
transformation during the past couple of decades-mostly for the better-but gang-
related violence and crime are common occurrences in the surrounding areas. Of 1,088 
students, forty-eight percent are Hispanic and forty-four percent black. Transportation is 
not provided by the school, so many of the students come by train or bus. 
Upon entering the school, the "welcome" message reads in seven different 
languages. An international array of flags lines the ceiling. Two staff members and a few 
police officers greet visitors. The building has five floors , and the stairways are big and 
not heated. Only teachers have access to the one, very slow elevator. The school library is 
a substantial space, but feels quite empty with fewer than 3,000 books; there are a dozen 
computers that are easily more than ten years old. The librarian explains that books can 
easily be ordered from Boston Public Library and orders anive every Wednesday. A 
girls' bathroom on the fifth floor has di11 and trash all over the floor, empty soap 
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dispensers, one dim light barely illuminating the dank space, and mirrors made from 
shined metal that reflect an image like the distorting mirrors one might find at a 
carnival-a very grim site. The staff restrooms are hardly better, as they are frequently 
without toilet paper or hand towels. (Number of janitorial staff was not available.) The 
royal blue lockers that line the hallways show the abuse of decades, most badly dented 
and marked, missing locks, or with no doors altogether. The teachers are required to 
stand outside of their classroom in the hallway between classes, so as to be vigilant 
monitors of violence and misconduct. In discussing the shortfalls of urban education and 
incompetent administration, one teacher, Mrs. Rand, who will be the focus of the 
following incidents, explains that she "knows how to play the game." Although some 
teachers seem genuinely invested in their work and their students' outcomes, the notion 
that there is a "game" to be played bespeaks the manner in which the school is managed. 
Mrs. Rand's classroom has minimal decorations and shoddily displayed student 
work. On the wall there are small posters carelessly hung that display the manuscript and 
cursive alphabet, "A Good Sentence . .. " and another with the steps of the writing process. 
The same work that was hanging in September on the back wall is still there in 
December. Dust has accumulated along the windowsill, and gum lines the underside of 
the tables and chairs. The canvas curtains are always closed, covering five large 
windows. There are no desks, only tables. One side of the classroom is lined with a small 
bookshelf, filing cabinets, upon which there are numerous papers, binders, and 
miscellaneous objects. The small , three-tiered bookshelf has roughly 100-200 books, 
mostly children ' s picture books and other children ' s series like "The Babysitter' s Club." 
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Mrs. Rand explains that her daughter read those books when she was five; she is now a 
sophomore in college. There are five computers along the rear wall of the classroom, 
which the students use sometimes to type an essay. The front of the room has one 
chalkboard and two other spaces, one covered by a whiteboard-like material (but not an 
actual whiteboard), the other covered by brown paper. Mrs. Rand writes vocabulary 
words on index cards and tapes them up on this board. Usually, there are just two 
columns often words (one column per class), and the rest of the space is left blank. These 
words, like the student work on the back wall, are changed infrequently and difficult to 
read from where the students sit. 
Mrs. Rand teaches works with two groups of students for two periods each. 
Pondview High operates on block scheduling: Mondays and Thursdays are 60-minute 
periods, Tuesdays and Wednesdays are 70-minute periods, and Fridays are 45-minute 
periods and early dismissal at 12:45. Every student has an advisory period on Mondays 
and Thursdays in addition to classes; advisory tends to be just a free period rather than 
what its title suggests. There are twelve students in ESL 3 and sixteen in ESL 2, but 
numbers fluctuate with students coming and going. Expulsions and drop-outs occur with 
surprising regularity. 
The noise coming from the two classrooms on either side of Mrs. Rand ' s room is 
quite loud and very distracting on some days. One classroom houses ESL 1, many of 
whom do not speak any English and have not been acculturated to the expectations of 
appropriate classroom behavior. For the first few weeks of school , their class had no 
teacher, only a revolving door of substitutes. Once the school did hire a full-time teacher 
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for the position, he was entirely ineffective and apparently unqualified, as he had never 
worked with LEP students before. Mrs. Rand would read his daily reports on "Code 
Blue," the school-wide network via the internet used to report various issues, sometimes 
academic, but usually related to problematic behavior and troublesome students. Students 
in the ESL 1 class were so disrespectful of their teacher and would disregard his 
instructions and warnings. Unfortunately, their class was situated directly next to Mrs. 
Rand's room, and the noise was a constant disruption to her students. 
* * * 
About a month ago, ESL 2 started reading a book called Onion Tears (grade level 
3-5). Today, the students were answering simple comprehension questions based on 
pages 24-26. Reading is a whole-class activity, never independent. Mrs. Rand says, 
"They aren't ready" to read in groups or by themselves. Typically, the lesson consists of 
one student trying to read louder than the stir of other voices. No reading instruction or 
explicit word-level instruction precedes or even accompanies the reading. On one 
particular day, the students read two pages in approximately fifty minutes. At the end of 
each paragraph, Mrs. Rand will ask if there are any words they didn't understand, but not 
typically checking comprehension or helping them paint a picture of what's happening in 
the story. Approximately five minutes were spent discussing the meaning of "dried fish" 
because it turned into a discussion of how that implies something different for the 
students from Puerto Rico and those from the Dominican Republic. The discussion was 
very loud, with every student wanting to add a word , but it did not relate to the text or 
promote a greater understanding of it. 
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On the same day, Mrs. Rand told the students to draw a picture of what they had 
read. This activity seems consistent with good practices, but it was apparent that few 
students had actually understood or were engaged in the reading. When there were a lot 
of complaints coming from the students, and many were not even working. Sitting with a 
group of students, I politely asked her if there was an alternative to the drawing that these 
students could do. She said, "Too bad. They have to ." 
* * * 
All of the students have a list of irregular past tense verbs and past participles. 
Every Friday, Mrs. Rand passes out a quiz over past tense verbs or past participles, which 
consists of conjugating a base form verb or re-writing a list of statements as questions. 
The quizzes take up an entire 45-minute class period. Often, the students stare at the quiz; 
their frustration and confusion are apparent. Meanwhile, the teacher sits at her desk, not 
really doing anything in particular. Half of the class turns the quiz in incomplete, yet the 
teacher does not seem to think any reconsideration of this plan is necessary. At the end of 
class when she is grading the exams, she shows no surprised at the failing scores, which 
are for all but one or two students. 
The worst of these quizzes, which was on a Tuesday, a 70-minute period, was a 
list of ninety verbs to be conjugated and more statement-question changes on the back. 
Almost an entire seventy-minute class period was devoted to this quiz; of nearly thirty 
students in all , no more that five students earned a passing grade. The teacher announced 
that they would be re-taking it the next day. The quizzes are decontextualized and don ' t 
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provide the students with any feedback other than that they need to work harder to 
memorize their verb lists. 
* * * 
Today the students were greeted with interrogation about why they didn't sign the 
attendance list yesterday in the teacher's absence. Three out of twelve students hadn' t 
signed the sheet or turned in work, and Mrs. Rand gave them "Os" for yesterday's 
assignment, without even a chance to explain the discrepancy in her records . Next, she 
announced the day' s assignment, which is to write 20 "present perfect" sentences using 
words from the list of irregular past verbs and past participles, 10 questions, and 1 0 
negative sentences. To go over the meanings of the verbs before the students begin 
writing, she stood at the front of the class and defined the words, with one example 
sentence each. 
As the students worked, there was a lot of commotion and off-task conversation. 
Most of these kid's sentences demonstrated little or no understanding of the present 
perfect, as opposed to the past simple, even though the students had been studying the 
present perfect for more than a month. Many students had a lot of questions about the 
words, and their sentences revealed poor comprehension of the present perfect usage and 
the vocabulary. 
* * * 
Today, class begins with a commotion. The attention is on one boy, Euri. He 
speaks in Spanish with his classmates, but the teacher, who understands Spanish, 
investigates what is happening. Euri explains that two men had jumped him and Jose, 
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another student in the class, this morning on their way into school. Apparently, the guys 
had seen Jose using his cell phone, so they followed them off the bus, took the phone 
(with the threat of a gun in the waist ofhis pants), and beat him up. Jose was taken to the 
hospital in an ambulance, but Euri, fortunately, was not injured, just shaken up. This 
incident took place in front of the school building at 7:30a.m. 
* * * 
One day, Mrs. Rand assigned a small research project to ESL 2, a group of 
students with vast reading and speaking skills, some approaching intermediate-level skills 
while others still have difficulty with high-frequency sight words. Students were put into 
pairs and assigned different aspects of the environment and the factors causing damage, 
such as air pollution and deforestation. The whole class went to the library to do research. 
There was no assistance from the librarian, or from the teacher. She explained the 
assignment, told the students they would have until Friday to compile information, and 
put them in front of computers with a few websites listed on a sheet of paper. Each group 
is allotted only one page of information to print. One of the websites was National 
Geographic, and, since most students recognized this name, the majority of them went 
there first. One girl in particular, Yahaira, whose partner was absent, was searching for 
facts on the website, but could barely enter in her topic, air pollution, correctly. The 
information featured, while it is excellent for proficient and educated native English 
speaker, was far too advanced for a student like Y ahaira and many of her classmates. 
Even when the reading was explained to her, she had a very di fficult time even 
comprehending seemingly simple concepts. The bell rang before she was able to print 
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any information or get any help from her teacher. 
* * * 
After three months of observation in this classroom, the progress the students 
have made is minimal. As of December, ESL 3 is reading The Diary of Anne Frank, and 
the disparities in students' reading ability is concerning; one girl, Anaya, is on p. 76, 
while several of her classmates have not passed p. 10. When questioned, one girl, 
Leonela, does not understand what is happening in the book nor does she have even the 
slightest idea of the historical context. The students admit that they do not read outside of 
class because most of them work or simply don't care enough to do so. Mrs. Rand tells 
them in a discouraging tone that they "are never going to finish the book." However, she 
does not provide explicit instruction or support that will enable her students to understand 
what they are reading and, more importantly, how to make meaning from what they are 
reading. She comments everyday on how slowly the students work and how little they 
accomplish. 
By mid-January, only one student has finished the entire book. 
* * * 
In the last week of the ten-week marking term, both of Mrs. Rand's classes have a 
lot of tests to take and assignments to complete. In addition to these tests, the students 
must take a mid-term exam created by the district to measure the progress of their literacy 
skills; they are not tested on content, only language skills. Mrs. Rand gives cumulative 
vocabulary tests to each class as well as unit tests over the portion of the textbook they 've 
read in the prior months. These tests can take up to two full class periods for some 
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students to complete; the act of sitting for an hour at a time to complete a test is arduous 
and many students choose not to respond to the final essay questions. When Mrs. Rand 
sees the blank pages, she shrugs and shakes her head. 
ESL 2 is particularly resistant to the tests, and as they take it, they constantly ask 
questions. Once the silence is broken, it is impossible to recapture. 
"What does proofread mean?'' 
"I don't understand number 23." 
"Mrs. Rand! What am I supposed to do on this one?" 
Mrs. Rand refuses to answer any of their questions. She and the other ESL 2 
teacher have decided not to answer any questions in an attempt to obtain standardized 
results. The sh1dents are either frustrated and worried, desperately looking for some 
assistance, or haphazardly filling in answers. 
The next day, Mrs. Rand returns the graded tests to the students. The students are 
upset upon seeing their grades. Mrs. Rand (to my astonishment) asks, "Why didn' t you 
guys just ask me?" There is an uproar in the class, too many people are speaking at once 
to hear what any one student is saying. 
"We were afraid." Lissette, one of the loudest students in the class, says under her 
breath. She glances at me as she says this Mrs. Rand didn' t hear her, and if she did, she 
didn 't respond. 
Mrs. Rand continues, "Well, always ask me. I'll tell you ifl can ' t tell you. But 
you guys should always ask me if you don ' t know something." 
The students accept their grades. Mrs. Rand passes out the next test. 
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* * * 
Mrs. Rand has ESL 2 the first period of the day. There are a couple of students 
who consistently arrive ten or fifteen minutes late, Juan Carlos and Andy. Juan Carlos is 
from Guatemala; he is a very amiable, smiley teenager and wants to do a good job. Andy, 
from D.R., is equally friendly and, I'm told, a star baseball player. Juan Carlos typically 
does very well in the class, but Mrs. Rand is unforgiving about tardiness. On one of the 
days he came in late, the class was taking a test, and Mrs. Rand wouldn't let him take it. 
He didn't even argue, just put his head on his desk, embanassed, defeated. 
Andy is different, though. He struggles immensely and will fail Mrs. Rand's class 
this marking term. His reading level is somewhere in the range of second or third grade. 
She knows he should move down to ESL 1, but the administrators will not allow it. He 
needs a certain G.P.A. to be eligible for the baseball team. At the beginning of the week, 
Mrs. Rand shares with me that she plans to give him a "P" on his report card. Although 
the principal won't approve of it, this is the grade reserved for those students who have 
been placed in the wrong class and, by no fault of their own, cannot keep up with the 
work. However, when Andy walks in late on Friday morning, she says, under her breath, 
"That's it. I'm failing him." Just like that, she has withdrawn her sympathy and crushed 
his ability to pmiicipate on the baseball team. "Nope. I've had enough. He has to learn 
that he cannot come in late everyday. You know Michelle? She used to come in late, but 
she made it her New Year's resolution to be on time. She' s changed. He should be able to 
also. That' s just too bad." 
* * * 
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Fifth period, Friday afternoon. 11:45 a.m. (Dismissal is at 12:45 every Friday) 
The principal comes on over the intercom to announce that the school is now on 
"containment." Students are not to leave the classroom, to disregard all bells, and any 
students or faculty in the hallways are to get into the nearest classroom immediately. This 
is the standard procedure when someone has brought a gun to school. We sit in the 
classroom for the next hour, until we get the "all-clear." 
Jose makes fm1 noises on his iPhone. Alex and Infry try to finish the test, though 
even with the additional time, Infry still decides to forfeit the final question that involves 
more writing. Mrs. Rand sits at one of the computers in the back corner of the room 
looking at students ' MCAS scores from last March that had just released. Leonela sits 
quietly, laughs at the boys in the class every now and then, but generally stares into 
nowhere. I give Infry his test back and encourage him to complete it as I explain the 
directions. The other boys in the class gravitate toward the flatulent phone. As I leave 
Infry, I interview Jose about his phone. Eury is listening to music so loud in his 
headphones the music can be heard across the room. Anaya and Sebastian talk and flirt. 
Zulma sits alone at her desk and doesn't talk to anyone. The announcement comes over 
the intercom. They will be allowed to leave in five minutes when the dismissal bell rings. 
Mrs. Rand leaves, irritated with having to wait in the room for the past hour. The students 
slowly trickle out of the room. 
283 
Are they Ready for Middle School? 
Deer Creek Elementary School (here after called Deer Creek) is one of the four 
elementary schools in the district, located in a residential area. The building complex 
hosts all the elementary schools, and the ages of students range from first to fourth 
graders. Over the past twenty years, a near by university has contributed to improving 
the teacher and school effectiveness by sending well-trained teachers, providing 
resources, and renovating the school building. 
According to the local Department of Education website, the total emollment for 
the year 2007-2008 was 420, and 80 percent of students are Hispanic followed by 8 
percent of White and 5 percent African American students. In terms of linguistic 
diversity, over 80 percent of students speak languages other than English as their first 
language with almost 30 percent of students identified as Limited English Proficient. In 
addition to language and cultural diversity, socioeconomic status also contributes to the 
characteristic of Deer Creek. Over 90 percent of students come from low-income 
families. Based on these demographics and that the majority of the population in the city 
is an immigrant, one can assume that the school is representing the social diversity of the 
city. 
The demographics seem rather challenging for both students and teachers, and it 
is depicted on the statewide exam scores. The scores for third and fourth graders at Deer 
Creek show that about 20 percent of students each year are failing in both English 
Language Arts and Mathematics. This also holds true for the scores from the year 2008. 
Because of this phenomenon, class structure for students is heavily aimed at literacy 
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development with the daily schedule focusing on teaching Math and language arts. To 
accommodate linguistically, economically, and socially diverse community, the 
elementary school complex provides ample amount of resources. For example, the 
library provides enormous amount of books that are available to all students as well as 
their parents. A literacy program for parents who have desire to improve their English 
and get involved with their children's schoolwork is offered, and students are eligible for 
extra support in math class after school. 
To support Limited English Proficient population, the school district offers 
English Immersion programs for each grade. At Deer Creek, there are three different 
English Immersion classes: a new comers ' program for grade three and four combined, 
which is called ELL one, a class for grade three ELL two, and grade four ELL two. The 
school faces a challenge to accommodate diverse needs including high mobility of 
students. It maybe no exaggeration to say that there are a new student added to the ELL 
every month. The student population in English Immersion classes keeps growing, for 
example, ten new students joined to a class by the end of the school year. 
Ms. Sillin's classroom is a level two English Immersion Class, having twelve 
fourth grade English Language Learners (ELLs). Most students in the class have been in 
the country for more than two to three years, and more than half of them will start 
mainstream middle school classes in September. There are five girls and seven boys in 
the class, and their first languages include Arabic, Spanish, Portuguese, and Swahili . The 
number of students in Ms. Sill in 's class seems smaller compared to the classroom next 
door, where there are over twenty new students in one class. Ms. Sillin ' s classroom is 
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always lively, as she once said, "They are so active and talkative that the number of 
students does not matter in how to manage the classroom. It's all about students' 
characters," referring to how some days can be challenging to manage students in the 
next-door classroom. In terms of students' fluency levels, some students read 82 words 
per minute while others read only 40 words. According to Ms. Sillin, students were 
assessed at the beginning of the school year, and their reading fluency has been 
improved. Most students are able to write few sentences but with spelling, punctuations, 
and verb tense mistakes. Students seem to be involved in writing, except for one student 
who avoids writing during the workshop and tends to get distracted. Deer Creek is rather 
a low performing urban schools compared to the national standard, and thus the 
curriculum for English Immersion Programs is heavily focused on literacy development. 
Although subjects other than math and language are provided, they are only offered forty 
minutes a day as "specials" which are music, art, science, or gym. These four subjects 
alternate each day. Therefore, students do not have access to social studies, history, or 
geography content unless the classroom teacher incorporates the content during writing 
workshops or ESL (refer to Appendix for the daily schedule). 
Classroom management has been challenging for Ms. Sillin. Although she has 
been a classroom teacher for almost ten years, this class has not been easy for her. 
According to her, this class has been quite a tough class compared to other classes she 
had taught. She mentioned that by the time November arrives, students become united 
and work as a group; they share things, and their good personalities come out. She also 
mentioned that usually by that time, she understands students better; however, this year 
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was different. Other teachers also have mentioned that the class is a tough one compared 
to other classes; the number of students is not equal to the challenge that the teacher 
faces. The students' characteristics are strong factors that contribute to creating the 
atmosphere in the classroom. Ms. Sillin is concerned about the issues related to 
classroom management have two components, which are students' behavior during the 
transitions between classes, and the social behavior of one of the students. 
Throughout the day, transitions between each class are very distracting. Ms. 
Sillin sometimes sends only couple of students at a time to go to their cubbies to take out 
math textbooks; however, many students have trouble getting ready without talking, 
pushing other students, and racing to sit on the rug. They are either hiding a game toy in 
their pockets and showing to each other around the cubby or reading notes that they 
wrote to their friends the day before. To avoid distraction, Ms. Sillin sometimes calls on 
students to model to what they are supposed to be doing according to the instructions 
given before the transition: quietly put their books away in their cubbies, take out the 
books and come back to the rug quietly. Although students model perfectly when they 
are told to do so, on other days, students cannot go through transitions smoothly as they 
did the day before. It has been a challenge throughout the semester. Students were 
constantly talking, shouting, and distracting other classmates. The transition is such an 
issue that Ms. Sillin stopped taking students to go to the restroom in a line together as a 
class, because lining them up and walking across the hallway to the restroom was taking 
too long, even though most of the other classes do so. Instead, students in Ms. Sillin ' s 
class go to the restroom during the lessons after receiving permission from her. 
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One of the contributing factors to the distraction during the transaction is one of 
the student's social behaviors, which has been another concerning issue for Ms. Sillin. 
His name is Abdul. He has already attended all other elementary schools in the complex, 
switching one classroom to another because of his unacceptable behavior. Ms. Sill in's 
classroom is his last alternative, and after being in a behavior intervention class the year 
before. Although Abdul seemed to be doing fine at the beginning of the semester by the 
end of October his social behavior changed dramatically. He walks away from his desk 
while Ms. Sillin is reading a textbook or during a storybook aloud, or working on his 
writing. The conversation between Ms. Sillin and Abdul can distract other classmates. 
"Abdul, please go back to your seat and start reading with your reading partner." "Why? 
Why do I have to do that? I don't want to and I don't care about reading," and starts to 
walk off from his desk. At other times, Abdul gets frustrated with other female classmate 
and he started to shout. "Shut up! I don ' t want to hear what you say! I don't care!" As 
Ms. Sillin quickly approached Abdul to take him to take him out in a hallway while he 
shouted, "I hate her! I will do everything to hurt her!" Ms. Sillin took him to Ms. Ward, 
a social worker for the school, whom Abdul has been referred to since the beginning of 
November. Ms. Ward advised him to manage his anger by walking in the hallway to 
calm himself down. If this does not work, Ms. Sillin takes him to see Ms. Ward for a 
better solution. Academically, Abdul is one of the three students in class who attends 
mainstream math class, which helps his self-confidence; however, he has a hard time 
reading and writing. Whenever he reali zes that he cannot follow what other classmates 
are doing, his anger consumes him. Because of Abdul ' s daily change ofhis behaviors, 
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Ms. Sillin is concerned how she could improve his social behaviors so that there will be a 
harmony within the classroom. Ms. Sillin's challenge is to find how Abdul can be 
included in the mainstream next year since he spent more than two years in the 
immersion classroom, because his social behavior is preventing him from becoming 
academically advanced. 
Students in Ms. Sillin's classroom will be either included in the mainstream 
classroom or repeat another year of English Immersion class next year when they start 
their middle school. In order to prepare students, the classes are designed to develop 
literacy skills, but not enough content in other academic areas. For example, the 
immersion classes use Horizons , a textbook to improve fluency skills by answering the 
teacher-prompting questions. Because Horizons teacher's guide tends to be very 
scripted, Ms. Sillin modifies questions and directions to be more interactive and engaging 
for students. Still only few passages contains science and social studies aspect. For 
example, there was a story on how a boy and a girl rode on a time machine to go back to 
the time when Christopher Columbus reached America in 1492; however, the lesson does 
not explain the importance of it in American history. The purpose ofthe lesson is to 
improve reading fluency and not to focus on learning the historical content. 
Another example of literacy-motivated aspect within class schedule is when 
students read about Egypt in Horizons, they showed quite an interest learning about it. 
Therefore, Ms. Sillin decided to plan a unit to teach about Egypt, mummies, and 
sphinxes, and she also incorporated world geography into the lesson to teach seven 
continents during the ESL period, which was thirty minutes of the day. She has the 
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freedom to plan any lessons for ESL time, and she can incorporate a social studies 
component for the ESL period; however, knowing that these students will mostly be in 
the mainstream classroom next year, they maybe less knowledgeable about what 
mainstream students have been studying by following the State Curriculum Frameworks 
for fourth grade social studies. Although many urban schools focus on literacy 
development and design daily schedule to suit their academic needs, they only need more 
instruction in social studies but also in science learning, since they receive only forty 
minutes of instruction in a week. 
Including all these issues that Ms. Sillin faces, her additional concern is a low 
parental involvement. One time she organized a Thanksgiving feast with two other 
English Immersion classes. She invited all the parents to join with their children; 
however, only one mother came from Ms. Sillin's class, while there was a few parents 
participated from other classes. Because it was raining that day, the parents decided not 
to come to school, she thought. She was happy that some parents provided food for the 
feast by having their children bringing it with them to school , although she was 
disappointed with the low attendance. In other years when she organized the same event, 
more parents participated in the event. 
Since some of the parents might have negative experiences with schools or they 
might feel intimidated because of their English language abilities, Ms. Sillin and the 
school organizes events that the parents feel comfortable visiting the school. At the end 
of each month, classroom teachers nominate a student from each class who has 
demonstrated the three core values; strive, succeed, and soar. Parents of the recipients 
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are encouraged to attend the ceremony as well. The nomination does not only focus on 
students' academic performance, but on behavioral and social skills that each student 
demonstrates. The intention of giving out the award is to motivate sh1dents to strive 
academically and socially. Receiving recognition in front of the school and their parents 
are their motivation to succeed. One day, Paola was to receive a red triangle from Ms. 
Sillin. It is a great honor to receive recognition in front of the whole school, and many of 
other parents of the recipients do attend the meeting. That day, Paola was looking for her 
mother who told her that she would be there to attend the school meeting. Paola was 
looking for her mother throughout the ceremony, and she wanted to show her mother 
how she should be proud of her daughter only to find out that she was not there. Ms. 
Sillin felt Paola' s disappointment when it was her time to hand the red triangle to Paola. 
Her smile disappeared as she stood in front of the crowd. None ofthe parents from Ms. 
Sillin's class attended the school meeting for red triangle award ceremony. 
Ms. Sillin is also concerned when there were only three parents attended during 
parent-teacher conference this year. Taking parents' work schedule into consideration, 
the conferences were held in the evening. Ms. Sillin has had better years with higher 
parental involvement, but this year was different. 
Everyday there are something that Ms. Sillin is concerned about. If Abdul does 
well with his behavioral matter, the other students are pushing each other during 
transition. When the morning goes smoothly without any distraction from the students, 
some students misbehave during the recess, including pushing each other into the snow. 
Although she is quite confident about her teaching and she believes in their students ' 
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performance, there are days that she is disappointed and frustrated . She believes that 
understanding each student' s family issues, language background, and knowing about 
what other factors contribute to how they behave are valuable information, and she tries 
to communicate closely with each student everyday to sense any difference in their lives. 
Since all the students in Ms. Sillin' s class are starting middle school next year, she will 
have to decide who will be included in the mainstream classroom as well as who should 
be recommended for another year of immersion class. "Are they ready for middle 
school?" she wonders . As she plans for the next day, she tells her self to be more patient 
with her students and becomes nervous about preparation for the state exam starting in 
January. 
Daily Schedule 
8:30-8:45 
8:45-9:45 
9:45-10:40 
10:40-11 :50 
11:50-12:20 
12:20-1 3:00 
13:00-1 3:40 
Morning problem solving (15min.) 
Horizons- reading comprehension, vocabulary, fluency (60min.) 
Writing Workshop (55 min.) 
Math (75min.) 
ESL (30 min.) 
Lunch 
Specials (rotate science, music, art, and gym) (40min.) 
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Classroom Changes in Response to MCAS 
At WHCS our mission is to provide our students with the knowledge, skills, and 
opportunities they need to reach their highest level of social and academic competency. 
We are committed to providing a safe and caring environment that fosters self-esteem 
and mutual respect. We consistently invest time and effort in order to meet our Annual 
Yearly Progress goals and strive to have all students pass annual MCAS tests. 
Frustration characterizes the looks on both of the English as a Second Language 
(ESL) teachers. Mr. S-and Ms. G-feel as though they have been put in an impossible 
situation. Their students are failing the Math MCAS and their superiors are putting on 
the pressure. A change must be made, they say. This failure is unacceptable. During 
meetings they are bombarded with statistics from other schools, and statistics from last 
year's test. They confront the two teachers, and an "us-against-them" mentality begins to 
develop. 
The West Highland Community School is an urban kindergarten through eighth 
grade school with 465 students. The population is very diverse and high poverty, with 
78.9% of students considered low income. About sixty percent of students do not speak 
English as their first language and 27.3% are considered Limited English Proficient. In 
addition, the school's population, especially the English Language Learners (ELLs), is 
very transient. There are 38 teachers in the school, all of whom are considered highly 
qualified; the student teacher ratio is 12.2:1. The school has not made Adequate Yearly 
Progress in English Language Arts or Math for the year 2007. They are in Improvement 
Year I for ELA and Improvement Year 2 for Math. 
The ESL program in WHCS is known as SEIP (Sheltered English Immersion 
Program). Within the SEIP, students are broken up into two groups consisting of a mix 
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of 6t11 , i 11 , and gth graders in English Language Arts and 6th graders in math-the red 
group is made up ofthe "advanced" ELLs, and the blue group is made up of the 
"beginner" ELLs. Across and within these two groups student abilities vary widely, from 
students who speak no English to students who are reading HatTy Potter for fun. 
Ms. G-'s classroom is filled with bar graphs that the advanced math class has 
designed. Students have surveyed everything from favorite colors to the languages 
spoken in the classroom. As the hour and a half Math class begins, four students leave 
for music class, dragging their clarinets and drum kits. Ms. G-looks upset. She says 
she knows how important music is, but do they have to miss math? Two of the students 
leaving were students that she was going to ask the paraprofessional to work with 
individually because of problems that they' ve been having. 
Students answer with a "yes" or "no" as she asks them whether or not they 
completed their homework and she records their answer in her grade-book. The students 
who are doing well usually answer with a "yes" while the students who are doing poorly 
usually answer with a "no." Week after week she sends home slips with the same 
students explaining that they are not doing their work. In addition, she holds "homework 
club" twice a week. During this club, which she specifically created to help her students 
with math, (but she says they wouldn ' t come if she called it math club, and they are 
allowed to work on other homework) students are given the opportunity to work on their 
math homework with the help of a teacher if needed. 
The students then help her decide what the math and language goals will be for 
the day, and she writes them on the board. Then the students who haven ' t done their 
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work meet at the back table with the paraprofessional to complete their homework, and 
the students who have finished correct their papers with Ms. G-at the board. She guides 
them through the homework, having them explain how they got their answers using the 
math vocabulary. The students are engaged, freely giving answers and writing on the 
board. They seem comfortable correcting each other, and do so respectfully. Students 
often seem to understand the concepts in class and then have difficulty on the homework 
and tests. This understanding is not retained from day to day. 
The class is disrupted as the musicians return, and usually they haven't done their 
homework. They head to the table to work on it, falling farther behind. The rest of the 
class moves on to book work, which is often supplemented with manipulatives and 
includes some kind of group work. Then students are assigned about 4-5 pages of 
homework for the next math class. Once a week students also work on what is known 
as the P.O.M, or Problem of the Month. Students work on one MCAS problem for the 
whole month. There is a process that they students know and they work hard to figure 
out these linguistically difficult question as well as to make their work presentable. The 
P.O.Ms of each month are collected and will be turned into a portfolio at the end of the 
year. The students do not seem as motivated to work on the P.O.M. as other class work 
and the phrase "It ' s almost right, but you wouldn't get credit on the MCAS," is heard 
often. 
After class, during lunch, Ms. G-asks Mr. S- to come and talk about the 
meeting they both had with the ESL coordinator about the future of the SEIP math 
classes. Ms. G- is the veteran teacher, a name she doesn't like because the connotations 
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of war. Mr. S-is a rookie teacher, it's only his first or second year teaching, and Ms. 
G-is his mentor. 
"We have to decide who the Math specialist is going to be, and I already told you 
that I don't want to. I mean, I've been teaching them, and they' re failing. I don't know 
what else to do," says Ms. G-in a conversation with Mr. S--. 
"Well, I don't really want to either, but I don't think they're giving us a choice. 
They want us to do something," answered Mr. S--. "You already know what your next 
P.O.M is; I don't even know what I'm doing on Friday . . . " 
Ms. G-and Mr. S-have been told by the ESL coordinator that their students 
have failed to make Adequate Yearly Progress for the second year on the Math MCAS 
and that something must be done. The coordinator has recommended that they choose a 
Math Specialist and combine the red group and the blue group into one large group 
taught by this Math Specialist. This specialist would receive additional professional 
development and would be held responsible for the progress of the students. 
Previously, Mr. S-had taught the blue group and Ms. G- had taught the red 
group. While these groups are firstly based on language ability, there is a certain 
flexibility. For example, P-m, a bright 61h grade Chinese student, is in the advanced 
math class despite his blue grouping, as is S- a, a Portuguese speaker, who can be helped 
with language difficulties by Ms. G- who also speaks Portuguese. Another student 
whose language abilities are advanced, but whose math skills are not, is in the blue group 
math class. 
Both teachers seem unbelievably frustrated . Neither wants the responsibility nor 
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sees the value of combining the classes into one mega-class. The total number of kids is 
around 27 and the classroom itself is not large. One of the first issues is that the 
coordinator wants some of the students put into the mainstream class. There is some 
debate about who is ready-P-m's math is amazing, but there is no way he can go into a 
classroom without ESL support and despite his good grades and clear understanding 
during class, he still scored a warning on the MCAS; C-a and D-s are ready and could 
go without the language support, but what if Ms. G-went with them and P-m to the 
mainstream classroom? They agree that it would probably be more effective if she acted 
as an aide in the large ESL classroom. They also have a paraprofessional that would be 
in the classroom, but it is in her contract that she only works in the SEIP program, not in 
mainstream classrooms. 
"What makes me angry is that the students this year are already miles ahead of the 
students last year. They are obviously going to do better. And then everyone is going to 
thing that this change is what brought about the progress, when it isn't. The students just 
came to us better prepared," laments Ms. G- . 
She ruffles through the portfolios oflast year's students, most of whom scored at 
the warning level on the MCAS. 
"They just didn't try. This one fell asleep; this one skipped all of the word 
problems. Academically and behaviorally these two groups of students can't be 
compared." 
Three weeks after the meeting with the ESL coordinator no changes have 
occurred. The two teachers have talked to the administrators and voiced their concerns. 
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They are visibly stressed about the situation. In the end, they lose the fight, and the two 
smaller classes are combined into one large class. They decide to mainstream two 
students who no longer need the second language support, and Ms. G-will stay in the 
larger classroom along with the paraprofessional. Ms. S-is the Math Specialist; he 
plans all the lessons and receives all the professional development. 
The new class is much more chaotic. The transition and settle time takes much 
longer and the students in general seem more rowdy. Ms. G-mentions that her style and 
Mr. S-'s style is very different. 
"I can't teach with all this noise. Some people can, but it makes me nervous. He 
goes much slower, and assigns less homework. They need practice!" 
The class is no longer officially divided into red and blue groups; however, the 
two groups tend to form naturally. There is group work, and at one point, a group 
consisting of all blue group students leaves to go to another class where it isn't so loud. 
Ms. G- works with the same group of students each day (mostly Spanish/Portuguese 
speakers because she is fluent in both languages) and Mr. S-works with the rest of the 
class. 
Neither teacher seems satisfied with the new class and voices concerns that the 
administration is not realistic. They do not see how their student population can pass a 
test that is designed for students that have had a consistent math education starting in 
kindergarten . The population they work with is very transient and come from places 
where math is not figured in the same way. This is important because math is no longer 
simply about getting the right answer; now it is about being able to explain in words how 
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you got that answer, and students must use a proscribed method to attain that answer. 
Ms. G-laments that her students do not have the background knowledge needed to 
achieve this and believes that it will take at least a year or two to develop this background 
knowledge. 
"How can we teach fractions when they don ' t understand multiplication and 
division?" 
These teachers realize that standardized testing is necessary and they truly want 
their students to succeed. However, they feel like decisions are made on high and passed 
down without their input and expertise being considered. They feel like the standardized 
tests do not take into account their students' special needs and that the tests are biased. 
Ms. G-has mentioned that standardized test are the reason she is so burnt out and does 
not know how much longer she can keep teaching because every year it seems like there 
is more that has to be done. The classroom is now crowded and unruly and there is a 
definite tension between the two teachers whose teaching styles differ so greatly. 
"Everything is about math now. Math, math, math. All of our meetings, it's all 
we talk about. Math, math, math. I don't know what else to do." Ms. G-
A Second Grade Sheltered Immersion Classroom 
Ms. Thomas is sitting in her empty classroom staring at her lesson plans. She is 
trying to plan the day's lessons and having some difficult. She has open before her 
teacher' manual for two different school-required literacy programs. She is having 
trouble with the day's lesson plans as usual. She sees the value in focusing on promoting 
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literacy in her classroom, but feels that the students are receiving disjointed instruction, 
while missing all of the social studies and science curriculum that the mainstream second 
grade classroom is receiving. She also misses teaching in themed classroom 
environment. Glancing back down at the Into English lesson for the day in the teacher's 
manual, she tries to think of a way to include the literacy content for this lesson in some 
larger theme that the class might focus on for the entirety of a unit that would be part of 
the larger frameworks for second grade science or social studies. She sighs, giving up, 
she knows that she has to follow the two literacy curricula exactly, that she doesn't have 
enough time in the day in include elements from the mainstream curriculum in her 
classroom, and that her schedule will not allow her any flexibility in any of the subjects 
to be taught. She must stick to literacy instruction, with a brief forty-minute pause for 
math after lunch. She closes and the book and goes to wait by the door for the students to 
arrive. 
The Dean School is an elementary school located in an urban area comprised 
mainly of immigrants. This area is predominantly Hispanic, though there are families 
from all over the world, including many from different parts of Africa and Asia. Many of 
the students are the sons and daughters of immigrants or immigrants themselves. These 
children all come from very different backgrounds and have very different learning 
needs. This population includes many refugees who were forced to flee their countries. 
Newly arrived students of all different ages and educational backgrounds constantly enter 
the school throughout the year. 
To address the needs of these children the school has a number of English as 
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Second Language classrooms. Services are provided for these ELL students in sheltered 
English immersion classrooms. These sheltering services are provided for the students 
for three different. The immersion classrooms are broken into three levels. The newest 
immigrants, or those with the weakest English language skills, are placed in the first level 
immersion classrooms and then graduate into the second and third level immersion 
classrooms for their second year of schooling in the United States. 
After one year in the sheltered-immersion program, sometimes the students are 
evaluated to have sufficient English proficiency and move into the mainstream classroom 
for the next academic year, but this is not very common, the students usually need 
services for multiple years. The state requires that the ELLs become proficient in English 
very soon after their arrival in the country, so there is enormous pressure on the sheltered 
immersion teachers to push students through the program. The instmctors must teach all 
the mandated curriculum and literacy skills rapidly, sometimes at the expense of being 
thorough in this instmction in order that the students will be able to move into the 
mainstream classrooms. 
This progress includes newly arrived students, regardless of when they arrive in 
the country. There is no specific policy for where or in what level a newly arrived 
student will be placed. His or her school records are examined if available for record of 
English courses, and his or her English is briefly assessed by the administration before a 
placement is made. The student is then placed in a immersion classroom that hopefully 
meets his or her needs, but these children are sometimes placed in a higher or lower level 
English class than really befits their skills because of age constraints. 
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In addition to placing the newly arrived students, the administration of the Dean 
School also assigns the daily schedule and specific literacy curriculum to each of the 
sheltered immersion classrooms. The teachers in these classrooms are required to teach 
reading and English using only the prescribed curriculum. The use of this curriculum is 
rigidly enforced by the administration and leaves little room for deviation by the teachers 
in the classrooms. The required programs for the literacy curriculum at the school are: 
Open Court Reading and Into English! or Amazing English!. 
The Open Court Reading program is a reading program designed for first graders. 
It combines systematic phonics instruction with authentic literature. This program 
develops units using different themes. It then presents different authentic texts for the 
students to read while learning a phonics concept. The hour and a half reading block 
assigned by the administration is divided into forty minutes of reading comprehension 
strategy instruction using read aloud books and finishes by allowing students to 
independently practice the daily phonics concept. 
There are various materials provided with the Open Court Reading system. 
During the beginning of the year, the program focuses on using big books to engage non-
readers, develop print awareness, and to teach students to participate in good reading 
behaviors. During that time, the teacher instructs students how to respond to both 
literature and expository texts, before they are actually able to read themselves. The 
teacher also demonstrates what good readers do by modeling strategies for the class. 
These strategies include: asking concept questions about the text, making predictions, 
making clarifications while reading, and doing think-alouds about a text. 
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In addition to big books, decodable books are provided for all the students to 
individually practice the phonics concepts. Sound/spelling cards are available for student 
reference to use while practicing independent reading with the decodable books. Each of 
the stories in the decodable books builds on prior phonics knowledge and provides a 
focus on one new sound concept. The books for students to read independently are · 
generally extremely simple texts with a sometimes exaggerated incorporation of a certain 
phonetic sound. The focus of these books is the sounds, not the storylines, and so the 
characters and the plot receive little focus and are often poorly developed. The students 
read a different book each day. The final component of the Open Court Reading Program 
that begins towards the end of the year is student anthologies. Students begin this after a 
sufficient amount of time has been spent on modeling good reading practices. These 
anthologies provide students with one story each week that goes along with the unit 
theme. These anthologies ask students to practice the various reading comprehension 
strategies. The teachers must follow the program instructions exactly, even reading the 
provided prompts from the teacher 's guide as they give a lesson. 
The second literacy program the school uses is called Into English! This also uses 
thematic units and provides literature for any age level. This program was designed 
specifically for ELLs and bilingual students . This program attempts to integrate the 
different language skills while providing grade-level content and using hands-on learning 
and authentic assessments. The students are not provided with books in this program. 
The teacher is given an instructor 's manual , which again provides explicit instructions for 
the teacher on the procedure of each lesson. The goal of this program is to help students 
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develop grade-level academic language and give students access to the core curriculum. 
This program uses a lot of visuals and literature, all designed specifically for ELLS, 
including posters and big books. It also tries to promote phonemic awareness and 
provide some phonics instruction through sing-alongs, rhymes and CDs. There are also 
Patterned Books, which the program uses to develop print concepts and reading 
strategies. Language Logs are also used, which allow students to independently practice 
the lesson concepts. 
All of the sheltered immersion classrooms work with this curriculum in this 
school environment. Ms. Thomas works at the Dean School teaching the second grade 
sheltered immersion program. Most of her students completed the first year sheltered 
English immersion at the Dean School. There are a few students who are new to the 
program this year, there is even one student who arrived just a few weeks ago. Her 
classroom has 15 students. The other students are from vruious South and Latin 
American countries and all speak Spanish. The others are from Sudan, Nepal, Cambodia, 
Cote d' lvoire, and Somalia. These students are all at vastly different levels of spoken and 
written English proficiency. The students have a huge range of literacy levels, from a 
student still working on his letter sounds, to students who are reading at a second grade 
reading level , and all levels in between. This diversity mean Ms. Thomas has to be 
especially careful and thoughtful when creating her lesson plans. This challenge is added 
to because she must also strictly follow the program set by both the Into English! and the 
Open Court Reading curricula. 
The school day is broken into forty-minute blocks for each subject. Ms. Thomas 
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instructs reading from 8:30-10:00, then the children go to Specials from 10:00-10:40, 
they return to the classroom from 10:40 and do reading workshop until 11:20. Following 
workshop, the kids have recess for fifteen minutes from 12:00 until12:15. They eat 
lunch from 12:15 until12:40. After lunch is math from 12:40 until1:40 and fmally, 
writing from 1:40 until dismissal at 2:30. This schedule is heavy on literacy instruction, 
with just the short break for mathematics in the afternoon and of course, the ever-rotating 
Specials. This hectic schedule was assigned to Ms. Thomas by the administration at the 
beginning of the year and she must rigidly adhere to it. She is unable to change the times 
of any of the subjects. Ms. Thomas notes that the morning is particularly long. She sees 
the importance of providing children with large blocks of time to practice reading and 
writing skills, but she would not have designed the schedule in such a way if given a 
choice. The current schedule requires that the children focus for several long hours 
without any outlets for extra energy provided. Some of the children completely lose 
focus by the end of this time. She notes that Estefano will sometimes stop looking at her 
completely and lose himself in daydreaming or drawing pictures no matter when she tries 
to do to pull his attention back. 
The fifteen-minute recess is barely enough to allow the children to get outside and 
begin running around before they are asked to line up again. The children are often very 
tired, starving and full of pent up energy by the time that lunch arrives. It is difficult to 
keep the children focused on their school work in the workshop period just before recess 
and lunch. The more excitable children like Alfonso and Roberto are constantly asking 
"when is lunch?" while nearly bouncing off the walls and failing completely to focus on 
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their work in the hour before lunch. The lunch break is relatively long and most of the 
students in Ms. Thomas's class finish well before the half hour time allotment. They are 
forced to sit in the cafeteria after finishing lunch and not allowed to get up, although 
sometimes the children have as much as fifteen extra minutes after eating. Ms. Thomas 
often comes into the cafeteria to find all of her students getting into trouble. Once, she 
came in a caught Alfonso and Robe1io having a food fight and they had to be spoken to 
by the principal. 
According to the schedule the children are put through the vigorous literacy 
curriculum outlined above. The only break that they receive from literacy instruction is 
during Specials. These specials are also on a schedule assigned by the administration. 
The children leave the main classroom and rotate through Physical Education, Science, 
Art and Music, going to a different subject each day and always with a different 
instructor for each subject. This means that there is little continuity in the instruction that 
they receive in any of these subjects. On the odd day ofthe week, instead of rotating to 
one Special twice, they instead have a computer class during Specials. They receive 
instruction in all of the above subjects only once each week. The curriculum that these 
Special subjects follow has nothing to do with the instruction that they receive in their 
general classroom and themes are not coordinated between instructors. 
Back in the classroom, the instruction is similar disjointed in multiple ways. 
During the reading period, the students are divided into two groups. The lower literacy 
group stays in the classroom with Ms. Thomas and works with the Open Court Reading 
curriculum and the higher literacy group leaves the classroom to work with a reading 
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teacher outside the classroom, using the same Open Court program but at a higher level. 
This is a very convenient arrangement because it very neatly differentiates the classroom. 
It is a pmticularly good time for the class to break into small groups because reading 
instruction is one of the cornerstones of the sheltered immersion cuniculum at the Dean 
School. This works well but some of the kids, like Jamal, still fall behind. Jamal is still 
working on his letter sounds and so he does not always understand the work even of the 
lower literacy group. 
The literacy materials and curriculum assigned to Ms. Thomas dictate how 
quickly she progresses through the material and each set of materials works under a 
different unit theme. Because the reading curriculum is derived from several different 
instructional guides, there is no continuity in the themes for instruction either. Ms. 
Thomas is forced to use a different theme for each period of her day. Each subject taught 
has a different mini-theme for the unit. The mini-themes prescribed by the instructional 
materials are not consistent with the Massachusetts frameworks for grade-level content. 
Ms. Thomas ' s classroom aims must necessarily focus exclusively on addressing the 
English Language Proficiency Benchmarks and Outcomes from ELLs. There is no extra 
time in the schedule for the instruction of cuiTiculum frameworks for content areas such 
as social studies or science. Both of these subjects are completely ignored in the 
sheltered immersion classroom. This means that the children will enter into the upper 
elementary grades having completely skipped part of the first and second grade cunicula. 
Their peers in the school are participating in long units that deal with both science and 
social studies specifically, while the sheltered immersion program focuses solely on the 
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ELL students need to learn to read and writing in English. Ms. Thomas tries to include 
some semblance of a social studies curriculum in her classroom by doing the occasional 
read-aloud book on a different second-grade social studies topic, but this is not sufficient 
instruction on important content areas. Ms. Thomas used to teach in a different school, 
using a theme-based approach. She laments those days as she sees her students now 
being exposed to as many as four different, completely un-connected themes per day. 
Ms. Thomas must also teach at a set pace, she is not able to stop or slow down if 
students are falling behind, because she has to meet certain standards set by the school. 
The students have to receive a certain amount of material and instruction before finishing 
the year in her classroom, whether they have fully mastered all the content or not. 
Usually, the material insists on instructing a new concept each day. Many times she has 
looked up after giving a math lesson to see the blank faces of the students, some of the 
more vocal students like Jose, will even raise their hands and say things like, "Miss, I 
don't understand!" Given these constraints, it is difficult for Ms. Thomas to teach in a 
thorough and holistic way. 
This type of instruction is also difficult because many students are not ready to 
progress to a new topic each day. It is particularly evident in the math period. Ms. 
Thomas must teach a new math concept each day . The math curriculum does not provide 
review materials for each topic until the end of a unit. Most of the students in Ms. 
Thomas's class do not fully master any topic that is introduced on any given day and 
therefore reviewing the preceding day's material is critical. Ms. Thomas often falls 
behind when she provides students with review of the already learned material and does 
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not have time to teach the new concept for the day. The students often feel rushed 
through their work and sometimes to seem to have no comprehension of a topic at all. 
The Dean School is attempting to deal with challenges of an ESL sheltered 
immersion classroom with an assigned curriculum and schedule. However, the limiting 
factors of the schedule and the curriculum are giving Ms. Thomas difficultly addressing 
all the needs of her students and their many and varied instructional needs. The students 
are receiving heavy amounts of literacy and math instruction, but little else in the way of 
an integrated, cohesive curriculum. Ms. Thomas struggles with ways to allow her 
students to learn the necessary literacy skills while still providing them with rich, 
authentic content on grade-level materials. She also feels that the students are suffering 
from constantly changing themes for each period of the day. She wishes there was some 
way for the students to remain with the same teacher all day, or at least use only one 
theme for all of their subjects. 
Ms. Thomas is also worried that the students will be unprepared for mainstream 
classroom that many of them will enter next year. Not only does two years in a sheltered 
immersion classroom seem too brief to fully impart all of the academic literacy 
knowledge that the students need, but the students will be behind their peers in terms of 
grade level subject matter. She knows that the few read-alouds she has done in her 
classroom on social studies and science topics are not nearly sufficient to get them up to 
speed in either of these subjects. This problem is compounded by the fact that the 
literacy materials that the students use for both English reading and writing are good 
programs for ELLs, but are completely separate from the grade-level materials that other 
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second grade students in mainstreams classrooms are using. Both the English programs 
that she uses are effective and comprehensive. She likes using both, but wishes it was 
possible for her to supplement more materials or design her own plan of study. She does 
her best to provide quality instruction, while working within the framework that the 
administration demands, but it is definitely challenging. 
Everyday when Ms. Thomas sits down to write her lessons she is confronted by 
the same problems: how to give the students adequate literacy practice while trying not to 
neglect the instruction of important grade level curriculum. Her class has so many 
different needs and different learning styles that it is difficult for her to address all of 
them, all of the time. The rigid structure ofthe schedule makes things even more difficult 
as she tries to plan lessons that will be meaningful for the students. She agrees with the 
use of literacy programs, but wishes that she had more freedom in deciding how and 
when to use them. She also worries about how her students will fare when they enter the 
mainstream classrooms in the third grade and are expected to already be familiar with the 
second grade topics for both science and social studies. She does not know the best way 
to deal with all of the different constraints placed on her by the school , herself, and the 
students. 
Mini themes for required school literacy curriculum 
Mini Themes for Into English series: 
Best .foot forward- clothes, careers, activities and mail 
A walk in the woods- animals, ocean animals, habitats 
One to grow on- plants, fruits , vegetables, body parts, insects, senses, buying and sell ing 
Under construction- introduction to communities, building, houses 
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Just around the corner- communities, city features , neighborhood places, goods and 
services, signs, errands, transportation, family members, family activities 
Farm fresh- farm animals, animals sounds, animal characteristics, vegetables, fruits, 
living and non-living things, parts of the body 
Mini Themes for Open Court Reading: 
Unit 1: Let's Read 
Unit 2: Animals 
Unit 3: Things that go 
Unit 4: Our neighborhood at work 
Unit 5: Weather 
Unit 6: Journeys 
Unit 7: Keep trying 
Unit 8: Games 
Unit 9: Being afraid 
Unit 10: Homes 
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APPENDIX F-2: DOE Curriculum Frameworks for Social Studies Grade 2 
Students should be able to: 
Apply concepts and skills learned in previous grades. 
History and Geography 
1. Use a calendar to identifY days, weeks, months, years, and seasons. (H) 
2. Use correctly words and phrases related to time (now, in the past, in the future), changing 
historical periods (other times, other place.s), and causation (because, reasons). (H) 
3 . Explain the information that historical timelines convey and then put in chronological order 
events in the student's life (e.g. , the year he or she was born, started school, or moved to a new 
neighborhood) or in the history of countries studied. (H) 
4. Describe how maps and globes depict geographical information in different ways. (G) 
5. Read globes and maps and follow narrative accounts using them. (G, H) 
Civics and Government 
6. Define and give examples of some of the rights and responsibilities that students as citizens 
have in the school (e.g ., students have the right to vote in a class election and have the 
responsibility to follow school rules). (C) 
7 . Give examples of fictional characters or real people in the school or community who were good 
leaders and good citizens, and explain the qualities that made them admirable (e.g., honesty, 
dependability, modesty, trustwm1hiness, courage). (C) 
Economics 
8. Give examples of people in the school and community who are both producers and consumers. 
(E) 
9. Explain what buyers and sellers are and give examples of goods and services that are bought 
and sold in their community. (E) 
1 Grade 2 Learning Standards 
Building on knowledge from previous years, students should be able to: 
2 .1 On a map of the world , locate all ofthe continents: North America, South America, Europe, 
Asia, Africa, Australia , and Antarctica . (G) 
2.2 Locate the current boundaries of the United States, Canada, and Mexico. (G) 
2 .3 Locate the oceans of the world : the Arctic, Atlantic, Indian, Pacific, and Southern Oceans . (G) 
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2.4 Locate five major rivers in the world: the Mississippi, Amazon, Volga, Yangtze, and Nile. (G) 
2.5 Locate major mountains or mountain ranges in the world such as the Andes, Alps, Himalayas, 
Mt. Everest, Mt. McKinley, and the Rocky Mountains. (G) 
2.6 Explain the difference between a continent and a country and give examples of each. (G) 
2.7 On a map of the world, locate the continent, regions, or countries from which students, their 
parents, guardians, grandparents, or other relatives or ancestors came. With the help of family 
members and the school librarian, describe traditional food, customs, sports and games, and 
music of the place they came from. (G, C) 
2.8 With the help of the school librarian, give examples of traditions or customs from other 
countries that can be found in America today. (G, C) 
2.9 With the help of the school librarian, identity and describe well-known sites, events, or 
landmarks in at least three different countries from which students' families come and explain 
why they are important. (H, G, C) 
2.10 After reading or listening to a variety of true stories about individuals recognized for their 
achievements, describe and compare different ways people have achieved great distinction (e.g. 
scientific, professional, political, religious, commercial, military, athletic, or artistic). (H) 
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APPENDIX F-3: DOE English Language Proficiency Benchmarks and Outcomes 
Listening and Speaking (S) 
1 Vocabulary: Students will comprehend and communicate orally, using English 
vocabulary for personal, social, and academic purposes. (FL 1, 2, 4, 5, 6, 7; ELA 4) 
2 Social Interaction: Students will comprehend and communicate orally, using 
spoken English for personal and social purposes. (FL 1, 2, 4, 5, 6, 8; ELA 5, 6) 
3 Academic Interaction: Students will comprehend and communicate orally, using 
spoken English to participate in academic settings. (FL 1, 2, 5, 6, 7; ELA 1, 2, 5) 
4 Presentation: Students will present information orally and participate in 
performances in English that demonstrate appropriate consideration of audience, purpose, 
and the information to be conveyed. (ELA 3, 18; FL 3, 6, 7) 
Reading (R) 
1 Vocabulary and Syntax in Print: Students will acquire English vocabulary and 
apply knowledge of conect syntax to comprehend written text. (ELA 4, 5; FL 5, 6) 
2 Beginning to Read in English: Using the foundations of oral language and 
previous reading experience, students will understand the nature of written English and 
the relationships ofletters to the sounds of English speech. (ELA 7; FL 5) 
3 Comprehension: Students will read English fluently and identify facts and 
evidence in order to interpret and analyze text. (ELA 8, 11) 
4 Literary Elements and Techniques: Students will identify and analyze text 
elements and techniques of written English as used in various literary genres. (ELA 9, 10, 
11, 12, 14, 15, 16, 17, 18) 
5 InformationaUExpository Text: Students will identify and analyze purposes, 
structures, and elements of nonfiction English texts. (FL 4, 7; ELA 8, 10, 13) 
6 Research: Students will gather information in English from a variety of sources, 
analyze and evaluate the quality of the information obtained, and use it to answer their 
own and others' questions. (ELA 24) 
Writing (W) 
1 Prewriting: Students will plan for writing in English by building on prior 
knowledge, generating words, and organizing ideas for a particular audience and purpose. 
(ELA 4, 20, 23; FL 7) 
2 Writing: Students will write in English for a variety of purposes with clear focus, 
coherent organization, and sufficient detail. (ELA 19; FL 1) 
3 Revising: Students will evaluate and revise word choice, sentence variety, and 
organization of ideas when writing in English for a particular audience and purpose. 
(ELA 20, 21, 25) 
4 Editing: Students will understand and apply knowledge of standard English 
grammar, spelling, and conventions to improve their writing. (ELA 5, 22; FL 5) 
5 Media: Students will use, analyze, and produce a variety of media in English, 
including audio, television, Internet, and emerging technologies. (ELA 26, 27; FL 6, 7) 
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Disorder in Samothrace 
Any issue may rise from any situation, but during the course of my observations at the 
School of Samothrace, one has bothered me since the very beginning. The issue or 
weakness of poor or ignored organization, in the case of moments when plans are 
derailed or simply abandoned, has caused Mrs. Dedham's classroom difficulty in 
reaching its maximum potential. Consider that Mrs. Dedham has many redeeming 
qualities as an educator, and many years of experience, but she continuously ignores this 
very risky target area. In order to understand this best however, one must analyze the 
surrounding environment and continually focus inward, reaching the very marrow of the 
affair. 
The areas surrounding the school have been under intense reconstruction, in 
attempts to beautifY the institution's central campus as well as simply improve the 
grounds. While at the current moment this is ce1iainly an eyesore, it should produce a 
much better look than before the commencement of this project. The immediate 
neighborhood is somewhat of a sleepier, quieter area than the nearby Main Square, and 
thus the hustle and bustle inherent to the area is almost completely the students' own, 
despite neighboring institutions of higher education. The occasional local resident may 
stride tlu-ough, but the area is almost entirely alive due to the students' unknowing efforts. 
The School of Samothrace is, from my own perspective, behemoth. It is 
composed of a number of buildings, all connected through various hallways and even 
bridge like structures well lit by large glass panes allowing in natural sunlight. From the 
main entrance to the dining-hall, and all throughout the hallways decorations exemplify 
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the school's surrounding region as well as its diverse student body. Various student 
projects adorn the halls, produced by classes past and current, and a reminder or display 
of what goes on within the classrooms. These rooms are not uniform, some taking a more 
traditional shape and others are far too large or small for their intended purpose. In fact, 
the reason for this lends itself to the building's evolution and history, but this goes 
beyond the scope of this study. 
Repeat announcements for club functions and the like litter the hallway walls, 
presumably to catch the attention of as many students as possible. What seems to me like 
a labyrinth likely only exacerbates such attempts, but surely, the students know how to 
seek out desired after-school activities. During class times, the chatter and stomp of 
young people going about their daily rounds comes to a halt with only the occasional 
transient roaming about the corridors long and tall. 
Numerous are the students, who from casual or frenetic passes through the 
complex hail from all sorts of different lifestyles. This shows in not only how they dress, 
but also who they are and how they speak. It expresses itself in what they listen to, as 
white headphone cords dangle down from ear to pocket. There may be many of them, and 
just as many social groups, however in conversing with them it seems as though they all 
have a sense of who one another are. Standing outside of any classroom will present the 
prudent observer with groups of students speaking their home-languages with one 
another, keeping their thoughts and news from reaching the public sphere. This suggests 
a somewhat isolating factor within students tied more to their heritage and home-culture, 
the nature of which is not immediately obvious. This could either be a matter of self-
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isolation, felt isolation, or even simply the desire to keep ce1iain topics secret. 
Moving from the students to their teachers, the few that I have met and spoken to 
on a repeated basis seem rather warm and welcoming. No matter their familiarity with 
me, despite perhaps neither of us knowing the other ' s name definitely. This practice 
holds true among the teacher-student interactions as well, as they greet their pupils in the 
hallway, often chatting to catch up with those they have not seen since their last semester. 
In general, it seems like a well-meaning, friendly institution. This fact has made me feel 
comfortable since as early on, albeit there still resides in me the sentiment of an outsider 
that will likely not fade until some good time into my practicum. 
Homeroom, which always takes me by surprise, exemplifies this interaction 
between the students and teachers. Its commencement always surprises me, mostly 
because it takes place promptly after the first period, producing a completely different 
flow of day than what was the nmm at my own high school and middle school where its 
placement lay at the very beginning of the day. Upon its commencement, however, it is 
very nice to note how these students have congregated for this brief period of time the 
entirety of their education at the school. As a result, they have spent a segment of every 
day together for four years, having shared experiences through conversation and other 
means. The treat for the teachers who proctor thi s session is notably seeing students' 
progression and growth as their own people. A most negative aspect produced by its 
placement, however, is a sensation of confusion or disarray. It is as though the students 
have never truly gotten accustomed to this system, always somewhat taken aback or set 
offby it. 
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Issues presented by students, follow a suit of composed subversion. In attempting 
to impress the whims or mirth of friends or other classmates some students feel the need 
to perform to their satisfaction. This leads to mockery of one another, a lack of focus or 
concentration, and general chicanery. One class, which has been a main part of my 
observations, has a rather impressive contingent of young men who follow this trend, a 
group of four here and consequently to be known as the Boys' Club. A boon is certainly 
that these young men have no true intention to perform malice, but are simply fooling 
around. In fact , they rarely seek out to distract their fellow classmates, but rather do so as 
a side effect of distracting one another. 
Focusing on the classroom in question, there is much to say about the room itself 
in tem1s of just architecture. Previously a room housing various different machines used 
in textile production, this classroom is impressively large as it is tall. One wall is mostly 
windows, with a view of the suiTounding neighborhood and university's walls, letting in 
a pleasant amount of light and functioning as a premium source of daydreams for the 
inattentive student. Several large desks occupy the room, as well as a small projector set 
up, and a pair of bookcases with various resources for Spanish learners. The room itself 
has no true adornment, lacking items pertinent to the subject matter, which may or may 
not be a deterrent to the class' atmosphere. What does stand as culturally relevant 
adornment, however, is an art-based project students had accomplished the semester prior 
the fruits of which reside along the back wall. 
Ms. Dedham has taught for a few decades now. She has also had a good amount 
of experience in union work, dealing with business of the teachers' union cuiTently, and 
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even having lived in Argentina and Spain for extended periods under different functions. 
Her experience is varied, and she has a great deal of it. Using her years of interacting 
with students, coworkers, and others she has a very good sense of serving an audience. 
Impressive in her patience, she spends a good deal of time every day preparing, refining 
her lesson plans for each class as much as possible. Despite being older and more 
traditional, she has recently added a growing knowledge of computer usage to her 
repertoire, knowing this to have been one of her own weaknesses. While she may not be 
an expert at this aspect yet, she is certainly making strives to improve her abilities. 
This may be her most outstanding trait, an understanding that she is constantly 
learning new aspects of just about anything. Her experience extends beyond knowing her 
discipline, going beyond the classroom and into her own personal life, which she has a 
tendency to describe as an ongoing act of learning. She applies this mentality of constant 
growth and perspective to both life and work, and it serves as a great strength in her 
impressive ability to react flexibly to any given situation. Unfortunately, she seems to 
rely too heavily on it at times. 
Knowing well that she is capable of performing impromptu, and that she has a 
very good sense of pacing, she often plans in a very vague format. That is, while she 
exhibits very many good qualities necessary for the profession, she often walks a very 
thin line in terms of her own preparation and coordination. Frequent have been the 
moments where a lesson has come very near to falling apart, or sometimes abandoned, 
because of her tendency to be somewhat ill prepared, or still in the process of preparing 
when an obstacle arrives. Distractions that come and go with the day also serve to 
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exacerbate this situation, taking her attention from her present task. 
My perception of this stems mostly from the fact that due to her rushed 
foundation for a plan, she forced to continue along a disorderly and otherwise chaotic 
trajectory. She may have, for any one class, a levy of activities using all sorts of different 
learning styles, language skills, and materials. Whether or not they will come to fruition, 
however, is another question. The most telling example of this has been a video project 
that the students embarked on, which necessitated the use of a camcorder to record their 
work in class. Having instructed a student who had access to such a device, she had 
forgotten to remind him in the course of the week, only remembering the need for it the 
day of. As it would tum out, the student had forgotten the camcorder entirely, and another 
had to go get a loan from their media lab, a resource which she may not have had access 
to save for the student having a film class. 
As opposed to having had prepared the camcorder and necessary materials ahead 
of time, she simply allowed necessity to dictate her reaction. Had it not been for this 
student's attendance of class this day, for he is one of the many that is typically absent 
due to field trips, this lesson would not have been able to take place. It was entirely a 
twist of fate and a smile of fortune that allowed this day to go on relatively unfettered. 
This type of situation expands beyond the scope of this organizational walking of the 
tightrope. 
In the class containing the Boys ' Club, there is a sensation of disorder beyond that 
of other classrooms that I have observed. With frequency , one particular student will 
wander the classroom in the middle of a lesson, usually in search of some item, but really 
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just distracting himself and his friends by means of his ambling. Frequent during 
homeroom sessions as well, this behavior seems odd or out of place to me. This type of 
behavior, however, affects the rest of the students, as his distraction becomes an almost 
contagious mindset. While neither he nor his friends are particularly mean-spirited, they 
do maintain a general air of mockery. 
It seems that this lack of organization, and ultimately order, is what gives the class 
too much of a frenetic feel. Things become far too unfocused, and it seems as though 
these particularly harder to reach students become very disinterested or distracted in very 
noticeably ways. Often, they may resort to either conversing with their cohorts, by means 
of immediate social interaction or sending text messages. While Ms. Dedham has an 
excellent ability to react to their gambits, their use should not need to be so commonplace 
an event. Nor does there seem to be a set of simple guidelines to follow, and this in tum 
colors their own perception of the classroom environment one they sit in their seats. By 
this means, the strength she should get from her energetic personality becomes somewhat 
of a double-edged sword. 
Knowing that ce1iain students, main the Boys' Club in this scenario, tend to 
distract one another and diminish the quality of learning for those immediately around 
them she does nothing to circumvent this. Group activities take place simply with those 
sitting nearby, and so students do not receive the same kind of interaction that they could 
if she planned ahead, and thought of which students should be grouped together for 
further educational purposes. While nice to see, students' friendships are not parts of their 
lives that wil l di sappear if not maintained within this one class. The wonderful diversity 
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inherent in the schools' population, is thus, nearly negated by means of maintaining 
group work this basic. 
Pacing and the implementation of her great many ideas become stifled, and left 
mostly to the students' own reactions. While it may be impm1ant to gauge how students 
react and interact with a given assignment or activity, it seems too dangerous at times to 
leave everything to them. There is no real remedy, in my mind, but simply an analysis of 
one's own preparation strategies. Rather than continue on the trajectory she seems set on, 
a careful evaluation of her casual methods and techniques might reveal to her some 
means of producing more efficiency in the same or possibly even less time. 
Technology use becomes too much of a focus at times as well, her preoccupation 
with minute details pertaining to Power Point becoming apparent. In the example of the 
camcorder, she assumed that the camcorder would arrive and work flawlessly, as opposed 
to the reality. Had more efficient planning occurred, she could have avoided the vast 
majority of these problems, and had more time to focus on content. In essence, there 
exists far too great a reliance on the environment in order to give an effective lesson. 
In no way do I intend to diminish the capabilities, techniques or expertise that 
Mrs. Dedham ce11ainly displays, but rather it is my hope that this serves as an 
understanding from an outside observer on the impm1ance of planning. She may be doing 
a fine job as is, but in the pursuit of achieving the absolute best, one must know their own 
weaknesses and try to surmount their ill effects. This perhaps is the most important lesson 
I have learned from observing the educational techniques of another. 
322 
REFERENCES 
Anderson, R. C. ( 1977). The notion of schemata and the educational enterprise. In R. C. 
Anderson, R. 1. Spiro, and W. E. Montague (Eds.), Schooling and the acquisition 
ofknowledge. Hillsdale, NJ: Erlbaum, 415-431. 
Anderson, J.R., Reder, L.M., & Simon, H.A. (1996). Situated learning and education. 
Educational Researcher, 25( 4), 5-11. 
Ball, D.L. and D.K. Cohen (1999). Developing practice, developing practitioners: 
Toward a practice-based theory of professional education. In L. Darling-
Hammond & G. Sykes, (Eds.), Teaching as the learning profession (pp. 3-32). 
San Francisco, CA: Jossey-Bass. 
Bax, S. (1997). Roles for a teacher educator in context-sensitive teacher education. ELT 
Journal, 49, 262-271. 
Becker, H. S. (1970). Sociological work: Method and substance. Chicago, IL: Aldine 
Publishing Co. 
Birckbichler, D. W., & American Council on the Teaching of Foreign Languages, 
Hastings-on-Hudson, NY. (1990). New perspectives and new directions in foreign 
language education. The ACTFLforeign language education series. 
Boud, D., Keogh, R., & Walker, D. (Eds.), Reflection: Turning experience into learning. 
London: Kogan Page. 
Borg, S. (2006) Teaching cognition and language education. London: Continuum. 
Brown, S., Collin, A., & Duguid, P. (1989). Situated cognition and the culture of 
learning. Educational Researcher, I 8, 32-42. 
Bruner, J. (1986). Actual minds: Possible worlds. Cambridge, MA: Harvard University 
Press. 
Bruner, J. (1987). Life as nanative. Social Research, 54, 11-32. 
Carter, K., & Unklesbay, R. (1989). Cases in teaching and law. Journal of Curriculum 
Studies, 2 I, 527-536. 
Can, W., & Kemmis, S. (1986) . Becoming critical. Lewes, England: Falmer Press. 
Clark, C. M. , & Peterson, P. L. Teachers ' thought processes. In M. C. Witrock (Ed.), 
Handbook of research on teaching, (3rd ed., pp. 255-296). New York: 
Macmillan. 
323 
Chaiklin, S. , & Lave, J. (Eds.), (1996). Understanding practice: Perspectives on activity 
and context. New York: Cambridge University Press. 
Christensen, C.R., & Hansen, A.J. (1987). Teaching and the case method. Boston: 
Harvard Business School 
Conle, C. (2005). An anatomy of narrative curricula. Educational Researcher, 32(3), 3-
15. 
Conle, C., & Sakamoto, M. (2002) "Is-when stories:" Practical repertoires and theories 
about the practical. Journal of Curriculum Studies, 34(4), 427-449. 
Cochran-Smith, M. M. (2004). The problem of teacher education. Journal ofTeacher 
Education, 55, 295-299. 
Connelly, F. M., & Clandinin, D. J. (1990). Stories of experience and narrative inquiry. 
Educational Researcher, 19, 2-14. 
Day, R. (1991 ). Models and the knowledge base of second language teacher education. In 
E. Sadtono (Ed.), Issues in language teacher education. (pp. 38-48).Singapore: 
SEAMEO Regional Language Centre. 
Dewey, J. (1904/1965). The relation of theory to practice in education. In M. Borrowman 
(Ed.), Teacher education in America: A documentary history (pp. 140-171). New 
York: Teachers College Press. 
Edge, J. (1992). Cooperative development. ELT Journal, 46, 62-70. 
Ellet, W. (2007). The case study handbook. Boston, MA: Harvard Business School Press. 
Feagin, J. , Orum, A., & Sjoberg, G. (Eds.). (1991). A case for case study. Chapel Hill, 
NC: University ofNorth Carolina Press. 
Fenstermacher, G. D., & Richardson, V. (2005). On making determinations of quality in 
teaching. Teachers College Record, 107, 186-213. 
Flanagan, J. C. (1954) . The critical incident technique. Psychological Bulletin, 51(4), 
327-359. 
Flowerdew, J., Brock, M. , & Hsia, S. (Eds.). (1992). Perspectives on second language 
teacher education. Hong Kong: City Polytechnic of Hong Kong. 
Freeman, D. (1989). Teacher training, development and decision-making: A model of 
teaching and related strategies for language teacher education. TESOL Quarterly, 
23( 1), 27--45. 
324 
Freeman, D. (1991 ). 'To make the tacit explicit ' : Teacher education, emerging discourse, 
and conceptions of teaching. Teaching and Teacher Education, 7, 439--454. 
Freeman, D. & Johnson, K. E. (1998). Reconceptualizing the knowledge-base of 
language teacher education. TESOL Quarterly, 32 (3), 397--417. 
Freeman, D. & Johnson, K. (2005). Toward linking teacher knowledge and student 
learning. In D. Teddick (Ed.), Second Language Teacher Education (pp. 73 -95) 
New Jersey: Lawrence Erlbaum Associates, Inc. 
Freeman, D., & Richards, J. C. (Eds.). (1996). Teacher learning in language teaching. 
Cambridge: Cambridge University Press. 
Freire, P. (1970). Pedagogy of the oppressed. New York: Continuum. 
Freire, P. (1998). Teachers as cultural workers: Letters to those ·who dare teach . Boulder, 
CO: Westview Press. 
Goldblatt, P., & Smith, D. (2004). Illuminating and facilitating professional knowledge 
through case work. European Journal ofTeacher Education, 27, 335-354. 
Goodlad, J. I. (1990). Teachers for our nation's schools. San Francisco : Jossey-Bass 
Publishers. 
Graddol, D. (2006). English next. London: The British Council. 
Graman, R. J. (1995). Stories ofteaching as tragedy and romance : When experience 
becomes text. In H. McEwan & K. Egan (Eds.), Narrative in teaching, learning, 
and research (pp. 195-21 0). New York: Teacher's College Press. 
Graham, T., & Cline, P. (1980). The case method: A basic teaching approach 
Theory into Practice, 19(2), 112-116. 
Greeno, J. G. (1998). The situativity of knowing, learning, and research. American 
Psychologist, 53(1), 5-26. 
Hammond, J. S. (1976), Learning by the case method. Boston, MA: HBS Publishing 
Division, Harvard Business School. 
Harrington, H.L. (1995). Fostering reasoned decisions: Case-based pedagogy and the 
professional development of teachers. Teacher and Teacher Education , 11 , 203-
214. 
Harvard Business School (2013) 
http://www.hbs.edu/mba/academicexperience/Pages/the-hbs-case-method.aspx. 
325 
Hedgcock, J. S. (2002). Toward a socioliterate approach to second language teacher 
education. Modern Language Journal, 86(3), 299-317. 
Huberman, M. (1987). How well does educational research really travel? Educational 
Researcher, I6, 5-13. 
Huberman, M. (1995). Working with life-history narratives. In H. McEwan & K. Egan 
(Eds.), Narrative in teaching, learning, and research (pp. 127-165). New York: 
Teacher's College Press. 
Johnson, K.E. (1996). The role of theory in L2 teacher education. TESOL Quarterly, 30, 
765-771. 
Johnson, K. E. (2006). The sociocultural turn and its challenges for second language 
teacher education. TESOL Quarterly, 40(1), 235-257. 
Johnson, K.E. (2009). Second language teacher education: A sociocultural perspective. 
New York: Routledge. 
Johnson, K. E. & Golombek, P.R. (Eds.). (2011) Research on second language teacher 
education: A sociocultural perspective on professional development. New York: 
Routledge. 
Kaste, J. (2003). Scaffolding through cases: Diverse constructivist teaching in the literacy 
methods course. Teacher and Teacher Education, 20, 31-45. 
Kemmis, S. , & Smith, T. (2008). Enabling praxis: Challenges for education. The 
Netherlands: Sense Publishers. 
Kleinfeld, J. (1992). Learning to think like a teacher: The study of cases. In J. H. 
Shulman (Ed.), Case methods in teacher education (pp. 33-49). New York: 
Teachers College Press. 
Kleinfeld, J. (1990). The case method in teacher education: Alaskan models. ERIC Digest 
http:/ /ericae.net/edo/ED3 21965 .htm 
Kleinfeld, J . (1998). The use of case studies in preparing teachers for cultural diversity. 
Theory Into Practice, 37, 140-147. 
Knowles, M. S. (1970, 1980) The modern practice of adult education. Andragogy versus 
pedagogy. Englewood Cliffs: Prentice Hall/Cambridge. 
Knowles, M.S. (1984). Andragogy in action: Applying modern principles of adult 
education. San Francisco: Jossey Bass. 
326 
Lantolf, J.P. (Ed.). (2000) . Sociocultural theory and second language learning. Oxford: 
Oxford University Press. 
Lave, J. , & Wenger, E. ( 1991 ). Situated learning: Legitimate peripheral participation. 
Cambridge: Cambridge University Press 
Malcolm, I. (1991). Language teacher education for social cohesion. In E. Sadtono (Ed.) 
Issues in language teacher education anthology series, 30 (pp. 135-154) 
Singapore: SEAMEO Language Resource Centre. 
Maxwell, J. (2005). Qualitative research design: An interactive approach. Thousands 
Oaks, CA: Sage Publications. 
Merseth, K. (1996). Cases and case methods in teacher education. In J. Sikula (Ed.), 
Handbook of research on teacher education (pp. 102-119). New York: Simon & 
Schuster, Macmillan. 
Merseth, K. (1991 ). The early history of case-based instruction: Insights for teacher 
education today. Journal ofTeacher Education, 42(4), 243 -249. 
Mertens, D. (2009) . Transformative research and evaluation. New York: Guilford Press. 
Mulholland, J. , & Wallace, J. (2001). Teacher induction and elementary science teaching: 
Enhancing self-efficacy. Teaching and Teacher Education, 17, 243-261. 
Overfield, D. (1997) From the margins to the mainstream: Foreign language education 
and community-based learning. Foreign Language Annals, 30(4), 285-291. 
Parker, M. B., & Tiezzi, L. J. (1992). Exploring teaching with cases. InS. Feiman-
Nemser & H. Featherstone (Eds.), Exploring teaching: Reinventing an 
introductory course (pp. 86-1 05). New York: Teachers College Press. 
Piaget, Jean. (1950). The psychology of intelligence. New York: Routledge. 
Phillips, J. K. , & Lafayette, R. C. (1996). Reactions to the catalyst: Implications for our 
professional structure. In R.C. Lafayette (Ed.), National standards: A catalyst for 
reform (pp. 197-209). Foreign Language Education Series. Lincolnwood, IL: 
National Textbook Company. 
Powell , R. (2000). Case-based teaching in homogeneous teacher education contexts: A 
study of preservice teachers' situative cognition. Teacher and Teacher Education 
16, 389-410. 
Richards, J . C. & Nunan, D. (Eds.). (1990). Second language teacher education. 
Cambridge: Cambridge University Press. 
327 
Richert, A. E. (1991 ). Case methods and teacher education: Using cases to teach teacher 
reflection. In B. R. Tabachnick & K. Zeichner (Eds.), Issues and practices in 
inquiry-oriented teacher education (pp. 130-150). London: The Falmer Press. 
Roberts, J. (1998). Language teacher education. London: Edward Arnold. 
Rogoff, B. (2003). The cultural nature of human development. Oxford, England: Oxford 
University Press. 
Salomon, G. (Ed.). (1993). Distributed cognitions: Psychological and educational 
considerations. Cambridge, England: Cambridge University Press. 
Schell, J. W., & Black, R. S. (1997). Situated learning: An inductive case study of a 
collaborative learning experience. Journal of Industrial Teacher Education, 34, 5-
28. 
Simon, R. (1992). Teaching against the grain: Essays towards a pedagogy of possibility. 
London: Bergin & Garvey. 
Shulman, J. (1992). Introduction. In J. Shulman (Ed.) Case methods in teacher education 
(pp. xiii-xvii). New York: Teachers College Press. 
Shulman, L. S. (1986). Those who understand: Knowledge growth in teaching. 
Educational Researcher, 15 (2), 4-14. 
Shulman, L. S. (1987). Knowledge and teaching: Foundations of a new reform. Harvard 
Educational Review, 57, 1-22. 
Shulman, L. S. (1992). Toward a pedagogy of cases. In J. Shulman (Ed.), Case methods 
in teacher education (pp. 1-30). New York: Teachers College Press. 
Skykes, G., & Bird, T. (1992). Teacher education and the case idea. In G. Grant (Ed.), 
Review ofresearch in education (pp. 457-521). Washington D.C.: American 
Educational Research Association. 
Smith, J. (200 1 ). Modeling the social construction of knowledge in EL T teacher 
education. ELT Journal, 55(3), 22 1- 227. 
Smith, L. (2005). The impact of action research on teacher collaboration and professional 
growth. In D. Tarone & D. Allwright (Eds.), Second language teacher learning 
and student second language learning: Shaping the Knowledge Base. In D. 
Teddick (Ed.), Second Language Teacher Education. New Jersey: Lawrence 
Erlbaum Associates, Inc. 
328 
Sparks, D., & Hirsh, S. (1999). A national plan for improving professional development 
(Ohio, National StaffDevelopment Council). Available online at: www.nsdc.org/ 
Library/NSDCPlan.html 
Teachers ofEnglish to Speakers of Other Languages. (1997). ESL Standards for pre-K-
12 students. Alexandria, VA: Author. 
Teddick, D. (2005). Second language teacher education. New Jersey: Lawrence Erlbaum 
Associates, Inc. 
Tom, A.R. (1997). Redesigning teacher education. Albany, NY: State University ofNew 
York Press. 
Tomlinson, C.A. (1995). How to differentiate instruction in mixed-ability classrooms. 
Alexandria, VA: Association for Supervision and Curriculum Development. 
Tomlinson, C. A., & Edison, C. C. (Eds.). (2003). Differentiation in practice: A resource 
guide for differentiating curriculum, grades 5-9. Alexandria, VA: Association for 
Supervision and Curriculum Development. 
Twitchin, J. (director) (1979). Crosstalk, (film/video) BBC. Ur, P. (1992). Teacher 
learning. ELT Journal. 46, 56-61. 
Yoon, S. (2006). Exploring the use of cases and case methods in influencing elementary 
preservice science teachers ' self-efficacy. Journal of Science Teacher Education, 
17, 15-35. 
Wallace, M. (1991). Trainingforeign language teachers: A reflective approach. 
Cambridge: Cambridge University Press. 
Wenger, E. (1998). Communities of practice: Learning, meaning, and identity. 
Cambridge, England: Cambridge University Press. 
Woolfolk, A. E. , & Hoy, W. K. (1990). Teachers ' sense of efficacy and their beliefs 
about managing students. Journal ofTeaching and Teacher Education, 6, 137-
148. 
Wright, T . (20 10). Second language teacher education: Review of recent research on 
practice. Language Teaching, 43(3) , 259-296. 
Ur, P. (1992). Teacher Learning. ELT Journnl, 46,56-61. 
329 
CURRICULUM VITAE 
Amy Beth Cournoyer 
 
 
 
 
EDUCATION 
Boston University, Boston, MA • 2014 
Ed.D. in Developmental Studies 
Area of Concentration: Language Education 
Dissertation: "Building Language Educators: The Implications of Case-based Pedagogy 
Using Practicum-Based Student-Teacher~Generated Cases for Pre-Service Language 
Teacher Education" 
Harvard University, Cambridge, MA • 2001 
Ed.M. in Curriculum and Teaching 
Areas of Concentration: Spanish and English as a Second Language (ESL) Secondary 
Education 
Thesis: "Teacher Talk in the Second Language Classroom" 
Award: Recipient of Charles H. Smith Scholarship 
Emerson College, Boston, MA • 1999 (graduated in three years) 
B.A. double major in Communications, Politics, and Law and Spanish 
Honors: Lambda Pi Eta Honor Society (1997-1999), Golden Key Honors Society (1998-
1999), Dean's List ( 1996-1999) 
AWARDS 
• Excellence in Teaching Award, Harvard University, Institute for English Language 
Programs (IEL), 2001 -2003,2005, 2007 
• Honorable Mention for Excellence in Teaching Award, Harvard Universi ty, Institute 
for English Language Programs, 2004, 2006, 2010 
TEACHING EXPERIENCE 
Boston University School ofEducation (Boston, MA) 
Lecturer on Education 
Instructor in Education 
330 
2009-present 
2007-2009 
Teach Modem Foreign Language, Bilingual Education and ESL Methodology courses to 
pre-service and in-service graduate and undergraduate students. Teach Intercultural 
Education to graduate level students. Teach Student Teaching Seminar and Issues in 
Bilingualism. Teach Sheltered English Immersion for K-12 Administrators. Serve as 
Project Director forB U/City of Malden Reach for the Stars Academy for English 
language learners. Coordinate student teaching placements. Advise students seeking 
licensure in modem foreign languages, bilingual education, and ESL. 
Harvard University, IEL Program (Cambridge, MA) 
Preceptor 
Instructor 
2001-2009 
201 0-present 
Teach the following courses to international students at five levels of proficiency: English 
for the MBA, Academic Writing, Academic Discussion, Integrated Skills, 
Communication in Business, Listening and Speaking, and Pronunciation for Graduate 
Students of Arts and Sciences. Co-taught seminar on Education, Politics, and the 
Environment. 
Brown University (Providence, RI) 
Instructor and Language Proficiency Evaluator 201 0-present 
Teach the Language and Acculturation Seminar for international scholars. Evaluate the 
language proficiency needs of international graduate and undergraduate students and 
advised them on a course of English language study that would equip them for success as 
section leaders. Teach an Academic Speaking and Writing course to international 
scholars. 
Brown University/Shenzhen Project (Providence, RI) 
Leader Instructor 2 0 1 0-present 
Direct and provide English language training for educational practitioners and 
administrators from Shenzhen district, China. Train instructors in methods of teaching in 
a content-based, ESL program. Author Brown/Shenzhen English for Educators 
curriculum. Teach intercultural education theory. 
Our Lady of Fatima CCD (Cumberland, RI) 
Director/Teacher Summer CCD Literacy Camp 
2011 
Direct, supervise, and teach summer CCD literacy camp for students in K-8. Designed 
and implemented differentiated curriculum to address the learning preferences of the 
range of learners enrolled in the camp. Implemented an instructional coaching model for 
novice teachers. 
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Boston Arts Academy (Boston, MA) 
Spanish and ESL Writing Teacher 
2000-2001 
Taught ESL classes and a Freshman bilingual creative writing class. Taught beginner and 
advanced Spanish classes. 
LaSalle Academy (Providence, RI) 
Spanish Teacher 
1999-2000 
Taught beginning and intermediate level Spanish classes. Established and coached 
High School Speech and Debate team. 
Berlitz Language Center (Boston, MA) 
ESL and Spanish Instructor 
1997-2000 
Taught private and group English lessons. Instructed private and group Spanish 
classes to working professionals. Evaluated entry level competency and student 
progress for both English and Spanish classes and prepared pedagogical cards. 
Sacred Heart Middle School, (Quincy, MA) 
1997 
Spanish Teacher 
1996-
Taught introductory Spanish classes to seventh and eighth graders. Taught an enrichment 
class to heritage language learners. 
ADMINISTRATIVE EXPERIENCE 
Boston University School of Education 
Project Director/Grant writer 
20 12-present 
Design, implement and evaluate the BU/Malden Reach for the Stars Academy, funded by 
a grant I authored for the Governor Deval Patrick Gateways Cities agenda. The 
program's key components are (a) an innovated, research-based curriculum aimed to 
accelerate the ELLs ' academic, linguistic, intercultural, and habits of mind knowledge 
and skills (b) coaching and professional development for Malden teachers (c) parent 
education events . Each week was organized around a Habit of mind as a weekly theme 
and participants actively explored texts, art, physical education and health topics and 
attended theme-based field trips, and guest lectures that connect to content across the 
curriculum. Featured guests included lshmael Beah, author of A Long Way Gone: 
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Memoirs of A Boy Soldier; Moise Fokou, Cameroonian-bom linebacker for the Tennessee 
Titans; and Dean Hardin Coleman ofBoston University School ofEducation. We also 
partnered with local organizations such as the Boston Arts Academy Foundation, 
Community Rowing Center, Improv Asylum, and Body Soul Personal Training. 
Boston University School of Education 2007 -present 
Coordinator of Field Placements for Pre-Service Modem Foreign Language, Bilingual 
Education, and ESL students 
Administer the pre-practicum and practicum program and placement process for students 
seeking licensure in modem foreign language, bilingual education, and ESL. Provide 
field orientation for students. Visit pre-service students and cooperating teachers at field 
sites. Teach the field seminars and evaluated student performance. 
Harvard University IEL Program 2003-2004, 2008-2009 
Member ofHiring Committee 
Designed mandate for making the hiring decisions on new preceptors. Reviewed 
curricula vitae of all applicants. Conducted interviews of candidates and made 
recommendations to the director of the program. 
Harvard University IEL Program 
Co-Chair of Colloquium Committee 
2002-2004 
Organized scholarly conferences on select topics in second language acquisition, second 
language pedagogy, content-based instruction, second language writing and reading, 
English for Academic purposes, and multicultural education. Introduced speakers and led 
discussions. 
Harvard University IEL Program 
Textbook Committee Member 
2001-2003 
Reviewed and considered instructional materials for different various content areas . 
Made final selections for the program's textbook adoption. 
Fleetbank Fleetbank Argentina Secondary Arts School Project 
Administrative Assistant/Official Translator 
2001-2002 
Assisted Headmaster Linda Nathan and Fleetbank members, in collaboration with 
Argentinean teachers, in the groundwork for the opening of three urban and three rural 
Argentinean schools, based on the Boston Arts Academy educational model. Translated 
all major documents (e.g. curriculum design, school philosophy and mission, and course 
descriptions). Served as translator and co-chair in meetings with Boston Educators and 
Educational Organizations. 
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Harvard University Office of International Education 
Grant Writer 
2000-2001 
Researched prospective foundations for VIEWS (Vi11ual International Education 
Website) project. Wrote grant proposals and letters of inquiry. Met with potential 
funders . 
CONSULTING 
Pathways Program, Boston Public Schools 
Consultant 
Lead workshops and seminars on strategies for addressing the needs of 
201 0-present 
English language learners in mainstream classrooms. Consult public school teachers on 
strategies for differentiating instruction, teaching listening and speaking, and methods of 
teaching and sheltering instruction for ELLs in the content areas. 
Malden School District, Malden, MA 2012-present 
Deliver professional development sessions to secondary modem foreign language 
teachers on strategies for differentiating instruction, promoting oral development, and 
integrating culture in the modem foreign language classroom. Through a hybrid PD 
module, guide teachers on the development of a Curricular Guide. Deliver professional 
development sessions on Understanding by Design to modem foreign language, health 
and physical education teachers. 
Brown University, Shenzhen Teacher Training Program 
Consultant 
Lead workshops on methods of teaching English as a foreign 
language, culture in the classroom, and differentiated instruction. 
NAATE (National Academy of Advanced Teacher Education) 
201 0-present 
(2012) 
Authored two English language learner case studies for use in NAATE's teacher 
training institute. Advised NAA TE director and staff of best practices for coaching 
mainstream teachers in strategies for addressing learning needs of English language 
learners. 
Samsung Corporation 2005-2006 
Consultant 
Co-designed language development curricula for Samsung's Global Leader Training 
Program. Trained Samsung teaching staff on pedagogical methods aimed at addressing 
the specific linguistic and cultural needs of global business leaders at Samsung. 
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Instructed Samsung' s Curriculum Development team on the Harvard Business School 
case study method as it relates to enhancing linguistic and cross-cultural proficiencies. 
Texas Instruments 
Consultant and Instructor 
1999-2000 
Provided pedagogical and curricular training to teams of ESL instructors. Conducted 
workshops on error correction, materials development, and assessment. Provided English 
language instruction to the company's Central American engineers. 
SELECTED PUBLICATIONS AND PRESENTATIONS 
• Cournoyer (20 13) lntercul tural learning across the board: A case study of a 
university-public school district partnership. Paper presented at the XII Worldwide 
Forum on Education and Culture, Rome, Italy. 
• Cournoyer, A.B. (2013) Teaching training seminar: strategies for promoting oral 
language development and listening in ESL and SEI classrooms. Invited lecture for 
the Boston Public Schools Pathways Program, Boston, Massachusetts. 
• Cournoyer, A.B. (20 12) Teaching training seminar: strategies for promoting literacy 
development in ESL and SEI classrooms. Invited lecture for the Boston Public 
Schools Pathways Program, Boston, Massachusetts. 
• Cournoyer, A.B. (2012) Four sociocultural approaches to promoting intercultural 
competence in second/foreign language teacher education programs: a case study of 
an Intercultural Education course. Paper presented at the XI Worldwide Forum on 
Education and Culture, Rome, Italy. 
• Cournoyer, A.B. (2012) Content-based ESL and English language development 
training. Invited lecture for the Boston Public Schools Pathways Program, Boston, 
Massachusetts. 
• Cournoyer, A.B. (20 12) Writing the college admissions essay: tips for non-native 
speakers of English. Invited lecture for Harvard University Graduate School of 
Education' s program in international student summer programs. 
• Cournoyer, A.B. (2012) Toward a sociocultural turn: case study method in second 
language teacher education programs. Paper presented at Hawaii University 
International Conference on Education. 
• Cournoyer, A.B . (20 12) An adult L2 academic writing model. Paper presented at 
MATSDA/Principles and Procedures ofMaterials Development: Interaction Between 
Applied Linguistics and Materials Development, University of Limerick, Ireland. 
• Cournoyer, A.B. (2012) English for educators. Brown University/Shenzhen 
Teacher/Headmaster Training Institute, Providence, RI : Brown University. 
335 
• Cournoyer, A.B. (2011) Student-generated cases for intercultural awareness: shifting 
the knowledge base in L2 teacher preparation pedagogy. Paper presented at the 
Worldwide Forum on Education and Culture, Rome, Italy. 
• Cournoyer, A.B. (20 11) Teaching training seminar: sheltering instruction in the 
content areas and general methods of teaching English language learners in K -12 
educational settings. Invited lecture for the Boston Public Schools Pathways Program, 
Boston, Massachusetts. 
• Cournoyer, A.B. (2011) Methods ofteaching English as a foreign language: current 
research and trends in the field. Invited lecture for the Startalk National Turkish 
Teacher Training Program. 
• Cournoyer, A.B. (2010). Case-based pedagogy using student-generated vignettes: A 
pre-service intercultural awareness tool. Proceedings from the Second International 
Conference on the Development and Assessment of Intercultural Competence, 
Tucson, Arizona. 
• Cournoyer, A.B. & Orane, Z.S. (2010) Shifted thinking, shifted ways of being: a 
cross case analysis oftwo capacity building initiatives. Proceedings from the Global 
Risk Forum: International Disaster Relief Conference, Davos, Switzerland. 
• Cournoyer, A.B. (2010) Teaching training seminar on teaching speaking and listening 
to English Language Learners in K-12 Educational Settings. Invited lecture for the 
Boston Public Schools Pathways Program, Boston, Massachusetts. 
• Cournoyer, A.B. (201 0, January). The case for intercultural awareness. Paper 
presented at the Second International Conference on the Development and 
Assessment of Intercultural Competence, Tucson, Arizona. 
• Cournoyer, A. B. (2009, November). Differentiated instruction for teachers of critical 
languages. Invited lecture for the U.S. Department of State Bureau of Educational and 
Cultural Affairs, Teachers of Critical Languages Program Colloquium, Boston, 
Massachusetts. 
• Cournoyer, A.B. (2009). Building language educators: The implications of case-based 
pedagogy using practicum-based student-generated cases for pre-service language 
teacher education. Paper presented at the Sixth International Language Teacher 
Education Conference, Washington, D.C. 
• Cournoyer, A.B. & Morris, S. (2007). Education, politics, and the environment 
Volume I. Cambridge, MA: Harvard University. 
• Cournoyer, A. B. (2008) Education, politics, and the environment Volume II. 
Cambridge, MA: Harvard University. 
• Cournoyer, A.B. (2008). English for global business Volume I. Cambridge, MA: 
Harvard University. 
• Cournoyer, A.B. & Sorenson, L. (2006). This is business Level D. Cambridge, MA: 
Harvard University. 
• Cournoyer, A.B. (2003). Communication in business: Level C. Cambridge, MA: 
Harvard University. 
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GRANTS 
• BU/Malden Gateways for English Language Learners (GELL) Academy, Governor 
Deval Patrick's Gateways Cities Agenda, Grant Writer/Project Director 
Authored and was awarded $290,000 MA DESE grant to support a summer ELL 
academy for middle school students in Malden. Direct all aspects of project planning, 
implementation, and assessment. 
• Somali Development Center, Grant Writer, 2007 
Authored and received $30,000 grant awarded to the Somali Development Center 
from English for New Bostonians for the support of the Somali refugee ESL literacy 
education project. 
RELEVANT EXPERIENCE/FIELD RESEARCH 
• Field Researcher, School for International Training, Granada, Spain, 1998 
Conducted research on the life and culture of gypsies residing in the Sacromonte 
caves. Studied the political, social, and cultural history of flamenco dance. 
• Field Researcher, Conversa Program, Santa Ana, Costa Rica, 1998 
Conducted a language and cultural investigation ofTalamancan (Bribri) indigenous 
culture and Jamaican descendants in a c.oastal community. 
LICENSURE 
Secondary ESL licensure, Massachusetts, 2001 
Secondary Spanish licensure, Massachusetts, 2001 
Spanish/fluent 
Portuguese/basic fluency 
Haitian Creole/basic fluency 
LANGUAGES 
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PROFESSIONAL MEMBERSHIPS 
American Council on the Teaching of Foreign Languages (ACTFL) 
The Society for Intercultural Education, Training and Research (SIET AR) 
Teaching English to Speakers of Other Languages (TESOL) 
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